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ABSTRACT 
It is generally agreed that motivation can affect what a language learner chooses to 
leam and how to learn. A knowledge and understanding of how motivation works on and 
in the language learner is, thus, a major area of concern in foreign/second language 
education. However, language motivation research has, until recently, focused largely on 
language learning in general, with little attention to language learners' attitudes towards 
and motivation in specific skills areas, especially EFL writing. 
Tertiary EFL learners/students are usually required to write essays, journals, review 
summaries, project reports, etc. for their courses. Some students would find writing of 
various genres difficult; some would treat writing as a piece of craft to be polished; some 
others would embark voluntarily on the L2 writing journey inside and outside the 
classroom. What makes the last group of EFL writers enjoy writing so much that they 
take the initiation to write in their spare time? What are the motivational variables 
influencing their writing behaviour? 
This thesis will present the case-study results of four successful L2 writers, 
exploring the variables which underlie or account for their L2 writing behaviour and 
attitudes both inside and outside the classroom. For out-of-class autonomous writing, the 
influencing factors are categorised into the Personal Level and the Environmental Level. 
The factors that influenced bilingual students in choosing to write in their L2 instead of 
LI will be delineated. For in-class writing, teachers' influence proved to be powerful. 
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1. INTRODUCTION 
Writing is one of the important human developments throughout history. It is 
through writing we can gain understanding from the past, and it is through writing 
that we can have 'conversations' with different people in the world who existed 
before, who are present now, or those who will be born in the future. Composing is a 
form of self-expression, serving the functions of communication. Although there are 
various ways for a person to express oneself such as speaking, writing is unique in 
that it is more enduring and lasting. A writer has to juggle with different aspects in 
writing, such as grammatical consideration, rhetorical refinement, choice of 
vocabulary, not to mention the affective factors which will influence his or her 
performance or motivation, such as writing apprehension and individual beliefs about 
writing. Therefore, even when writing may be appealing to many people as a channel 
of expression, it is definitely not an easy task, especially for L2 writers. 
I myself had experiences of EFL student writers with different levels of 
writing motivation. I think that most English teachers would have experienced 
students who see writing as a piece of homework, something which is compulsory. 
And yet, there are other people who love L2 writing. I was deeply impressed and 
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inspired by my sister's love and enthusiasm for writing. She would compose English 
poems and personal narratives on her own, seeking hard to refine each word or phrase 
like a craftsman. It would be fabulous if our students, be they in primary or secondary 
schools, were also stimulated to write in the same way - that they would find L2 
writing an enjoyable experience. It is due to such inspiration and desire to write that I 
started this investigation. 
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In the following, I will discuss the rational of this study (Section 1.1) as well 
as the research gap in the current investigations in writing motivation (Section 1.2). 
1.1 Rationale of the Study 
There is a need not only to help students in learning how to write, but leam 
how to want to write (Spaulding, 1992). As Spaulding pointed out, a vast number of 
books and articles which have addressed issues of students' interests, engagement, 
and motivation in writing have remained largely unconnected to the rapidly growing 
research in motivation. There is still relatively little scientific research aimed at the 
motivational factors vital to writing development, though there is a lot on writing 
instruction. 
It is doubtless that L2 motivation has an important status in the field of second 
language acquisition. Understanding why a person is motivated to write in a non-
native language is immensely complex and there are factors that contribute to the 
behaviour. Human behaviour is very complex and is influenced by a great number of 
factors as supported by various motivational theories. The current study sets out (1) 
to explore the self-initiated L2 writing experience in EFL college student writers, (2) 
to investigate the factors which contribute to their motivation in writing, and (3) to 
describe their composing processes. This project, examining the development of 
writing motivation through the voice of EFL students, aims to shed light on how 
language teachers can contribute to the learning situation to promote writing 
motivation. A lot of writing research examines academic writing, writing that occurs 
inside the classroom, which is certainly an important area. However, non-classroom 
use of language may be a vital factor associated with learning a language. The 
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development of a second language cannot only occur inside a class; in fact, a lot of 
learning happens outside the classroom. This definitely applies to L2 writing. 
1.2 Research Gaps 
There are research gaps in the current research on writing motivation due to 
different factors Firstly, in the past, a lot of the motivational research used 
questionnaires which focused on a particular point in time. In such cases, learners' 
motivation seemed to be frozen in time. To date, we have learnt that motivation is not 
a static element, but a dynamic one. 'Within the context of institutionalized learning 
especially, the common experience would seem to be motivational flux rather than 
stability' (Ushioda, 1996, p. 240). Secondly, a lot of the investigations are explored 
from the point of the teachers. Therefore, there is a need for us to explore the 
learners' viewpoint, their stories of how their L2 writing is developed. Through case 
studies, student writers' voices are heard. Thirdly, a lot of the research in L2 
motivation has focused on the motivation on general language learning and it has 
provided us with an in-depth understanding of the issue. Nevertheless, much less has 
been explored on writing motivation. Even with the research on writing motivation, 
many studies have focused on academic writing; few concentrated on those writing 
done outside the classroom. And among the few investigations on the out-of-class L2 
learning, it was found that students tended to choose activities involving receptive 
skills, such as reading and listening (Hyland, 2004; Pickard, 1996; Littlewood & Liu, 
1996). Therefore, a study investigating the productive use of language, namely 
writing, in an out-of-class setting would all the more fills the research gaps. 
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There is a need to explore what writing life is like for ESL students outside the 
ESL classroom and beyond the English curriculum. Indeed, many might think that 
less cognitive resources are needed to write personal narrative and therefore they are 
not worth researching. In their eyes, 'school writing' genres such as informative or 
argumentative are more valued. Even so, I argue that understanding the reasons as to 
why people embark on writing on their own is going a step further in L2 motivational 
research. The complexities of writing strategies will be self-evident in a personal 
narrative composing task. 
The present investigation aims to explore successful students' writing 
motivation through their own accounts of their L2 writing behaviours and attitudes. 
Their writing processes in composing personal narratives are also analyzed. Data 
were collected through: (1) conducting semi-structured interviews, (2) using 
questionnaires, (3) studying the composing processes with stimulated recall protocol, 
and (4) collecting writing samples and reflective journals. 
Specifically, the research questions addressed in this study are as follows: 
(1) What are the factors that motivate L2 students to write outside the classroom? 
(2) What are the factors that motivate L2 students to write inside the classroom? 
(3) What are their writing strategies in composing personal narratives in a 
controlled setting? 
(4) What are the factors that can influence writing motivation, confidence and 
level of comfort in their writing processes? 
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Summary 
In this chapter, I have discussed the need for and the purpose of the study. In 
the following chapter, I will review the literature regarding the theories of L2 
motivation, the model of writing processes. 
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2. LITERATURE REVIEW 
In this chapter, I will discuss motivational theories and research of second on 
second language learning (Section 2.1). This is then followed by the quest of how 
different factors, such as writing self efficacy, writing apprehension, environmental 
factors, and teachers' influence with feedback can affect writing (Section 2.2). 
Furthermore, as one of the aims in this study is to explore the students' writing 
development as well as writing processes, research in this area will be discussed 
(Section 2.3 and 2.4). Finally, the education system, in which the students had grown 
up in, and the motivation of second language learning in Hong Kong students (Section 
2.6) w川 be reviewed. 
2.1 Review of Motivation Theories and Research 
Many wonder what makes second or foreign language learners persist in 
language learning even when there are setbacks and difficulties. Indeed, many 
learners have given up in the face of the slightest failure. Motivation has an 
undeniable influence in second language learning, and the subject has been under 
research for the past decades. Understanding and defining motivation cannot only 
help students to understand about their own patterns, but it can also give educators a 
heuristic to help motivate students. In defining the term, many have combined 
multiple measures of motivation into a single theoretical concept. 
Schumann's (1978) acculturation model examines the social and 
psychological integration of the learner with the target language group. The theory 
maintains that social and psychological distance between the language learner and the 
target language speakers is detrimental to the attainment of the target language. It is 
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only when the L2 learner establishes social and psychological contact with the 
dominant group that he/she can acquire the language. Although it has provided 
different factors influencing L2 acquisition, this theory has been criticized for not 
delineating the interactions between factors. 
The Socio-Educational Model is another motivational theory created by 
Gardner and Lambert (1959, 1972), and it has dominated the field for a long time. 
The two main motivational constructs in this model are integrative and instrumental. 
The integrative orientation deals with the individual's desire for cultural or linguistic 
integration, a need to become part of the community of the target language. It is 
characterized by a psychological and emotional identification, i.e., identifying with 
the speakers of the target language (Gardner, 2001). The term integrative motivation 
is said to be prevalent and influential in this model, suggesting that language learners 
are mostly influenced by this orientation. Instrumental motivation is another 
influential factor. This is motivation to learn the language for an instrumental (i.e., 
practical) purpose, such as getting a better job, earning more money, entering a better 
college or graduate school, and so on. 
Although the integrative concept has been generally accepted as a more 
influential factor in L2 motivation in the literature, there have been research studies 
which have suggested contradictory results. It has been argued that perhaps the 
instrumental motivation may have more prominence in foreign language 
environments since the target language is not used in daily life. EFL learners do not 
have sufficient experience with the target language community to develop particular 
attitudes toward that community. Any of the attitudes may be stereotypical in nature. 
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For example, Dornyei (1990) has conducted a survey in Hungary investigating the 
motivational construct relevant in a foreign language context. It was found that 
instrumental motives together with the need for achievement were significantly 
correlated to foreign language motivation. Pierson, Fu and Lee (1980) also showed 
that language students in Hong Kong, an EFL context, were motivated instrumentally 
instead of integratively. It was also stated that instrumental motivation and need for 
achievement are associated with each other. These two factors affect foreign language 
students at an intermediate proficiency level and below. 
Many other researchers have also expanded the definition of L2 motivation. 
For example, Crookes and Schmidt (1991) suggest that motivation in language 
learning has both internal and external features. According to them, there are four 
internal attitudinal factors including (1) interests in the L2 based on existing attitudes, 
experience, and background knowledge of the learner; (2) relevance, which involves 
the perception that personal needs such as achievement, affiliation, and power are 
being met by learning the L2; (3) expectancy of success or failure; and (4) outcomes, 
i.e., the extrinsic or intrinsic rewards felt by the learner. External motivation includes 
factors such as whether the learner (1) decides to pay attention to and engage in L2 
learning; (2) persists or preserves in it over an extended period of time and returns to 
it after interruptions; and (3) maintains a high activity level. 
The self-determination theory is another influential concept in motivational 
psychology (Deci & Ryan, 1985; 2002). There are two general types of motivation in 
this theory: Intrinsic Motivation (IM) and Extrinsic Motivation (EM). Intrinsic 
motivation refers to motivation to engage in an activity because that activity is 
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enjoyable and satisfying to do. According to Deci and Ryan (1985), IM originates 
from innate needs for competence and self-determination. It is predicted that when 
people are free to choose to perform an activity, they will seek interesting situations 
where they can rise to the challenges that the activity presents. By striving to meet 
these challenges, they develop a sense of competence in their abilities. Extrinsic 
motivation, on the other hand, motivates behaviour to achieve some instrumental 
purposes, such as earning a reward. 
Relating to the intrinsic motivation, Vallerand and his colleagues (Vallerand, 
1997; Vallerand, Blais, Briere, & Pelletier, 1989; Vallerand, Pelletier, Blais, Briere, 
Senecal, & Vallieres, 1992, 1993) proposed a three-part taxonomy of IM, including (1) 
IM-Knowledge, (2) IM-Accomplishment, and (3) IM-Stimulation. The first type, IM-
Knowledge, is the motivation for doing an activity for the feelings associated with 
exploring new ideas and developing knowledge. The second type, IM-
Accomplishment, refers to the sensations related to attempting to master a task or 
achieve a goal. The third type, IM-Stimulation, is a motivation based on the 
sensations stimulated by performing the task, such as aesthetic appreciation or fun and 
excitement. 
Vallerand and his colleagues (1997; Vallerand et al., 1989, 1992，1993) also 
distinguished three types of EM along a continuum according to the extent to which 
the motivation is self-determined. The lowest level of self-determination is external 
regulation. This is defined as those activities that are determined by sources external 
to the person. So, the reason for learning the language is due to tangible benefits or 
costs. If these are taken away, there is no incentive to continue engagement in the 
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learning process. The second type of EM which is more internalized into the self-
concept is introjected regulation. In this subtype, the learner has incorporated some 
pressure into the self, such that they force themselves to carry out that activity. This 
is not self-determined because the people are reacting to pressure, not acting on the 
basis of personal choice. The third type and the most self-determined form of extrinsic 
motivation is identified regulation. Individuals learn the language because they have 
chosen to do so for personal reasons, such as attaining a valued goal. 
Some researchers have suggested that intrinsic and extrinsic motivation can 
predict L2 learning success. For example, Ram age (1990) shows that there is 
correlation between intrinsic motivation and perseverance in foreign language 
learning. The researcher used a Likert-type questionnaire, containing items related to 
motives for foreign language study, reason for continuing or discontinuing study, 
commitment to foreign language study, attitudes toward the foreign language course 
and teacher and perceptions of parental encouragement. It was answered by 138 
American secondary school students learning foreign languages such as French or 
Spanish. Two groups of students were distinguished: (1) continuing and (2) non-
continuing students. Although both groups of students had positive attitudes towards 
the learning situation, it was found that continuing students, while acknowledging the 
instrumental value of learning the foreign language, tended to be motivated primarily 
by an intrinsic desire to learn the language for his or her own sake, whereas non-
continuing students tended to be motivated almost solely by an instrumental desire to 
meet college requirements. 
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Noels, Pelletier, Clement, and Vallerand (2000) have also investigated the 
self-determination theory in a bilingual learning context using the questionnaire 
containing items from the intrinsic-extrinsic motivation. It was found that increased 
perceptions of freedom of choice and perceived competence are linked to more self-
determined forms of motivation. This means that the more internalized the reason for 
L2 learning, the more comfortable and greater perseverance students reported. 
In recent years, there seems to be a shift in the motivational concept. 
Motivation has traditionally been treated as a stable or mental state. The subject is 
researched at one point in time, through the use of administering questionnaires. 
Heckhausen (1991) has argued that various motivational factors and components 
should be organized along a temporal axis, reflecting the motivational process as it 
happens in time. 
2.2 Factors that Affect Writing Motivation 
2.2.1 Personal Factors 
There is a wide variation among language learners in terms of their motivation 
in writing and their attitudes towards it. How much one desires to write can be 
affected by factors such as writing apprehension, self-efficacy, personality, goals in 
writing, and even his or her identity as a language learner. These factors can exert a 
powerful influence on writing. 
Self-efficacy 
According to Bandura's (1986) social cognitive theory, individuals possess a 
self system that helps them to control over their thoughts, feelings, motivation, and 
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actions. This system provides a reference for perceiving, regulating, and evaluating 
behavior which serves a self-regulatory function by using the capability to influence 
their own cognitive processes and actions and thus alter their environments. And the 
self-beliefs that individuals use to exercise a measure of control over their 
environments include self-efficacy beliefs - 'Beliefs in one's capability to organize 
and execute the courses of action required to manage prospective situations' (Bandura, 
1997, p. 2). 
How people interpret the results of their own performance informs about and 
alters their environments and these self-beliefs, in turn, inform and alter subsequent 
performance. This is the foundation of Bandura's (1986) conception of reciprocal 
determinism, the view that (a) personal factors in the form of cognition, affect, and 
biological events, (b) behavior, and (c) environmental influences create interactions 
that result in a triadic reciprocality. In general, Bandura suggested that the beliefs that 
people have about themselves are key elements in the exercise of control in which 
individuals are viewed both as products and as producers of their own environments 
and of their social systems. 
Writing Apprehension 
Writing is a cognitive process that can be affected by anxiety. This form of 
writing anxiety is termed as writing apprehension, a construct proposed by Daly and 
Miller (1975a) which has been the focus of various studies, e.g., Daly (1978), Daly 
and Wilson (1983). According to the theory, each writer has different levels of 
writing motivation and writing apprehension which can be detrimental and damaging 
for him or her and it may, in turn, affect their language learning experiences. 
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Wachholz, Patricia, Etheridge, and Carol (1996) have found that students with low-
writing apprehension have more positive and successful experiences, whereas high-
apprehensive writers will have more failure and negative experiences. These anxious 
writers believed that the ability to produce good writing is an innate quality rather 
than a process, and did not realize that they sometimes need to accept less than perfect 
papers. 
Goals 
Each person may have a different set of goals which can then influence his or 
her engagement during writing. When student set goals for themselves, goals that 
matter to them and are seen as important, they will exert motivational powers (Ames, 
1992). In understanding the different characteristics in various goals, we can have a 
better insight into how goals should be set in order to achieve the best results. Ames 
(1992) has provided a thorough overview of the different achievement goals 
previously researched. She has shown the differences between the influences of 
mastery and performance goals on achievement behaviour. Achievement goals 
concern the purposes of achievement behaviour which is integrated with beliefs, 
attributions, and affect that produces the intentions of behaviour (Weiner, 1986). 
Some of the achievement goal constructs that are of concern to Ames (1992) are 
mastery and performance goals. With the mastery goal, individuals are geared 
towards developing new skills, trying to understand their work, improving their level 
of competence based on the standards set by them. Performance goal, on the other 
hand, is a focus on one's ability, to see whether one is doing better than others, by 
achieving above average standards, or by achieving success with little effort. To this 
end, learning is seen as a way to achieve a desired goal. 
13 
In identifying valued goals, students are directed towards a process of 
attainment and there are numerous benefits associated with goal setting. Locke and 
Latham (1990) found that students perform better than others of similar ability often 
because they have different goals. Research also has it that mastery goals are related 
to increase the amount of time children spend on learning tasks (Butler, 1987) and the 
quality of their engagement in learning (Garner, 1990). Quality engagement in 
learning is characterised by the use of effective learning and problem solving 
strategies. Performance goal, on the other hand, has been linked with an avoidance of 
challenging tasks (Dweck, 1986) and use of short-term learning strategies, such as 
memorising and rehearsing (Meece, Bluemenfeld, & Hoyle, 1988). These 
observations are reasoned by the fact that the main focus for students is on performing 
above the normative standards. Students are therefore only trying to do better than 
others rather than trying to learn new things. One can see that mastery goal has a 
better tendency to promote long-term and high-quality involvement in learning. 
2.2.2 Environmental Factors 
The importance of external factors can never be overemphasised. Wentzel 
(1999) has stressed the importance of the social environmental and interpersonal 
relationship on academic motivation and achievement. Socialisation processes lead to 
the adoption of socially valued goals, both social and academic. The underlying 
assumption is that the children adopt and internalise adult goals and values, 
constructing beliefs about themselves and their social worlds as they experience and 
interact with others. Therefore, following Wentzel's (1999) line of thought, it can be 
reasoned that, if there is a good interpersonal relationship between students and 
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teachers, the students' self academic construct will be greatly influenced by their 
teachers' own goals and values. 
There have also been numerous studies documented the significant relations 
between students' perception of support and caring from parents and teachers to 
positive aspects of motivation. Numerous studies have found that positive support 
from teachers relate to positive motivational outcomes (Harter, 1996; Wentzel, 1994). 
The effect of teachers' influence on writing motivation can be shown by 
Hyland's (1998) study which has investigated the impact of teachers' written 
feedback on L2 students. One can have a glimpse into the development of motivation 
across time with the detailed description of two of her participants, Maho and Samorn. 
Both of the students were described as being very interested in and enthusiastic about 
writing in English at the beginning of the course. However, by the end of the course, 
they were 'much less positive' about writing. Maho found it tremendously difficult to 
express herself in writing, especially with academic tasks, while Samorn was greatly 
discouraged and demotivated by the lack of positive written feedback by the teacher. 
The study showed that written feedback is one of the factors which can influence L2 
students' confidence in themselves as well as their attitudes towards writing. 
Apart from the teachers' influence, sometimes negative factors are 
unconstructive and even detrimental to the development of writing, A growing 
dislike in and lack of concentration on writing in eleventh graders was due to 
frustration, distressing life situations, and threats in the writing environment (Cleary, 
1991). The study shows the prominence of social and environmental factors on 
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motivation. The importance of environment on college students is also found. In 
investigating the role of first-year composition class on students' writing development, 
it was found that their new environment and surroundings are essential in helping 
students to develop their writing (Carroll, 2002). Through describing students' 
portfolios of writing and their reflections longitudinally, it was shown that the 
participants did learn to write differently in college; they became better writers in the 
sense of being able to produce new and more complicated texts. There was also an 
increase of metacognitive awareness of their ability. They were better at assessing 
their own proficiency and were aware of the areas which they needed to improve. 
Although the first-year composition course might not have met all the needs of the 
students, through struggling with the writing tasks, students developed new skills. 
Carroll saw the development from a cultural point of view. She cited Bronfenbrenner 
(1979) who suggested that the transitions to college, that is, 'the new environment and 
new roles' promote development because it 'alters how a person is treated, how she 
acts, what she does, and thereby even what she thinks and feels' (p. 22). 
External factors such as the location or the surroundings are also undoubtedly 
influential for writers. So, writing in formal and informal settings using a variety of 
genres can be different for student writers. Emig (1971) has conducted an innovative 
research, giving eight twelfth-grade writers think aloud writing tasks. They were 
interviewed on the writing they had composed both inside and outside school; 
differences between the writings done in a 'school-sponsored' or a 'self-sponsored' 
milieu were revealed. In the school-sponsored setting, students' planning and 
prewriting were shorter. There was not as much stopping while writing, and students 
did not readily revise school-sponsored writing. On the other hand, when students 
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were writing in a self-sponsored milieu, they spent a longer time planning, and there 
was more stopping experienced especially for poetry. There was also more revision in 
this type of writing. 
Bruning and Horn (2000) have proposed four conditions as means to develop 
motivation, including (1) nurturing functional beliefs about writing, (2) fostering 
engagement using authentic writing tasks, (3) providing a supportive context for 
writing and (4) creating positive writing tasks. The researchers have rightly suggested 
that the starting point is to perceive that writing has value, to understand the 
importance and relevance of composing, and to believe in its potential and in one's 
ability as a writer. All the four conditions, in fact, heavily rely on how teachers 
choose appropriate challenging writing assignments, whether they break writing tasks 
into manageable parts, what their decisions are regarding writing's place in the 
curriculum, and what their reaction are to students' writing. Teachers are the central 
nurturing forces, and therefore teachers' own beliefs about writing are particularly 
influential in how they would enact the important steps in shaping students' writing 
beliefs as well as fostering students' writing motivation. 
2.3 Writing Development 
In terms of L2 students' writing development, in areas such as discourse-
related skills (Shaw & Liu, 1998)，organizational skills (Berman, 1994) planning time 
(Sasaki, 2000)，and writing speed, i.e., the number of words written per minute 
(Chenoweth & Hayes, 2001) can be developed. In addition, with explicit instructions, 
the incorporation of audience needs was found to have developed and the quality of 
text improved (Sengupta, 2000). Second language writers' metacognitive knowledge 
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was also found to be improving with time. Kasper (1997) found that the personal and 
task components of the metacognitive knowledge of some ESL college students did 
not change when they were promoted to the advanced level of L2 proficiency over 
two semesters. However, there was a significant increase in the strategic component, 
such as planning, monitoring and evaluating, Sasaki (2004) also found that both ESL 
and EFL students' composition scores increased sharply after two terms of process-
writing instruction, with EFL students' scores continuing to improve after that. The 
difference in improvement was mainly due to the fact that EFL students had few 
opportunities to write long texts in English; in contrast, their ESL counterparts were 
forced to write much more, and more often during their stay abroad. Both groups also 
improved in fluency and their confidence in writing. 
2.4 The Nature of Writing 
2.4.1 Theories in Writing Processes 
Although there is abundant research in the motivation of second language learning, 
less research has been conducted on the motivation in L2 writing. A model on writing 
can provide a heuristic for teachers and educators to understand the factors which 
influence or monitor the writing processes. The Flower-Hayes model of the writing 
process, a social-cognitive model, first appeared in 1980. A model of writing has 
been developed by Hayes (1996) which has a significant compartment on motivation 
and affect, signifying its importance in writing. The paradigm is known as the 
individual-environmental model. According to this theory, writing is a 
communicative act that requires a social context and a medium. It also depends on an 
appropriate combination of cognitive, affective, social and physical conditions if it is 
to happen at all. There are two major components in this model: the (1) task 
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environment and the (2) individual. A new model of written language production was 
proposed by Chenoweth and Hayes (2001). This model seems to be a more process-
oriented in which the interactions in the system are classified into three stages. The 
three main levels, including a resource level a process level, and a control level. 
Figure 2.1 below shows the model. 
Figure 2.1 
The Individual -Environmental Model (Haves. 1996) 
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The task environment consists of a social component and a physical 
component. The former includes the audience, the social environment, and other texts 
that the writer may read while writing, and a physical component; the latter includes 
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the text that the writer has produced so far and a writing medium such as a word 
processor. The individual component incorporates motivation and affect, cognitive 
processes, working memory, and long-term memory. 
The theory for this model states that social and cultural factors influence 
writing processes. These factors should not be ignored since writing is a social 
convention. The words, concepts, and forms are culturally defined. How one writes as 
well as the genre and the language used depends on the audience. The task 
environment is also important because the medium of writing influences the cognitive 
processes, e.g., writers' ways of planning and revising. For example, it would be 
easier to compose a rough draft using pen and paper, while it is easier to move chunks 
of passages to different places using a computer. Figure 2.2 shows the general 
organisation of the new model. 
Figure 2.2 
A Model of Written Language Production (Chenoweth & Haves, 2001) 
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In the first level, namely, resource level, includes those internal memories and 
general-purpose processes that the processes at the other levels (the process level or 
control level) can call on. For example, long-term memory can be called on by the 
proposer to supply information for a text or by the translator for grammatical 
information. The reading processes can also be called on by the translator to read the 
text produced so that it can complete sentences with appropriate tense. 
The second level, process level, is divided into internal processes and the 
external environment of those processes. The internal processes include a proposer, a 
translator, a reviser, and a transcriber. The proposer is a prelinguitsic source that 
produces ideas for expression. The translator changes the prelinguistic ideas into 
language with appropriate word order and grammar. The reviser evaluates both 
proposed and written language, and the transcriber turns the content of the articulatory 
buffer into written language. The external environment of the processes includes the 
audience, the text that the writer has produced so far, and task materials. It may also 
include dictionaries, style guides, computer interfaces, spelling checkers, etc. The 
externa丨 environment includes both social and physical environment 
The third level, control level, incorporates task schema. It includes task goals 
and a set of productions that govern the interactions among the processes. The 
researchers has maintained that the interactions within the model are under voluntary 
control and would be different according to task type, e.g., freewriting versus 
argumentative writing, and proficiency level. For many writing tasks, the authors 
have proposed that writers are likely to start with the proposer which will then 
influence the task goal and the text written so far. The prelinguistic material generated 
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so far will be passed to the translator which would then process the input and store it 
in an articulatory buffer where it would be evaluated by the reviser. If the output is 
seen as acceptable, it would then be added to the text written so far. If not, the 
proposer or the translator could opt to try again. Of course, the researchers suggest 
that the interactions are not uni-directional. 
Please notice that the motivation/affect compartment in Hayes (1996) does not 
appear in the Chenoweth and Hayes (2001) model. One might speculate that an 
individual's writing motivation can be influenced by the different components in the 
task materials, the presence or absence of dictionaries, etc. However, there is 
definitely a query as to how an individual's goals, beliefs and attitudes intervene, and 
predispositions mediate in the new model. 
2.4.2 Composing Processes/Planning Process 
Composing is a highly complex matter requiring a sufficient level of lexical, 
syntactic and spelling knowledge in the target language in order to express ideas in a 
correct linguistic form. It used to be depicted as a single, linear process in which 
writers follow separate and distinct processes: prewriting, writing and revising. 
However, this simple model is far from the truth. Instead, writing is highly recursive; 
the composing stages are overlapping and ongoing. This means that writers do not 
necessarily plan first, produce writing, and review it afterwards. The composing 
processes can occur more than once; different composing processes may occur 
simultaneously. 
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Planning is one of the processes in which writers generate ideas and 
information. This is the time when writers analyze the writing tasks, think about the 
audience and the subject, set goals and solve problems. During this phase, they 
retrieve data from their experiences and knowledge; they may pose questions and 
discuss ideas. Key ideas formed in this stage may be used to provide the foundation 
for their writing. Different strategies can be used in planning, such as using outlines, 
diagrams, free writing, bullet points, etc. 
During the execution of writing, writers may generate and retrieve ideas, plan 
what to write next, and translate ideas into words. This is the time when experiences 
and key ideas are translated into writing, when strategies and goals are implemented. 
Reviewing is another process which writers evaluate ongoing writing plans. They 
may examine the writing at the lexical, sentential, or discourse level. This may lead 
the writers to the refinement of lexical choices, the improvement of stylistic options, 
and the edit or deletion of phrases. In doing so, the writing will be sharpened and 
polished according to the purpose of the writing. Writers can examine if their texts 
can communicate effectively to the target audience. 
Research in the composing processes has been identified as an important area 
because understanding the writing processes under different conditions can shed light 
on pedagogical approaches. Previous research has examined the difference between 
skilled and unskilled learners' writing processes and generalisations have been made. 
For example, more skilled writers tend to take readers' expectations into account and 
thereby handle their composing processes accordingly (Brookes, 1985; Sasaki, 2002). 
They are flexible in managing the composing processes according to task-based 
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priorities (Zamel, 1983) and alternate between intensive (writing/editing) and the 
reflective (pausing/reading) modes (Pennington & Yue, 1993). On the other hand, 
unskilled writers do not take their audience into consideration (Raimes, 1985), and 
they limit themselves to adding more ideas to those already written (Raimes, 1987; 
Victori, 1995). 
At a discourse level, skilled-writers tend to use higher level processing and 
can pay attention to gist, discourse organisation, and the choice of words in an 
integrated way (Gumming, 1989). They attend to both linguistic form as well as the 
idea presented in the text (Whalen & Minard, 1995). They also use more rhetorical 
refining (Sasaki, 2002). Skilled writers usually plan more (Gumming, 1989, Raimes, 
1987，Victori, 1995)，and they can distinguish between revising and editing purposes 
(Brookes, 1985). They are not afraid of re-reading because they have greater 
awareness of stylistic options (Raimes, 1987). 
In contrast, their less skilled counterparts tend to limit their source of ideas 
from their own personal experience (Galbraith, 1996). The less skilled writers also 
generate content ideas with topic association rather than by analytical association 
(Gumming, 1989). It is important to note that Raimes (1985) has maintained that one 
should be cautious with the expression 'unskilled，because unskilled L2 learners may 
not be a homogenous group. Indeed, using a continuum to delineate the concept of 
skilled versus unskilled writers may be more appropriate. 
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2.5 Motivation in Language Learning: Context in Hong Kong 
2.5.1 Educational Background in Hong Kong 
Hong Kong has a unique historical development and social history. It was 
under British sovereignty for a century, and English has been the official language 
since 1892. English is taught in the educational system from kindergarten (i.e., 
children at about three years of age) and is a compulsory subject in both primary and 
secondary level. English is taught in a structured manner whereby there is a syllabus 
for local language teachers to follow. Primary school students are required to take 
key stage one and two, and key stage three and four are required for secondary school 
students. Students are also required to sit for public examinations: Hong Kong 
Certificate of Education Examination (HKCEE) in form five (i.e., grade 11 in the US 
system) and Hong Kong Advanced-Supplementary-Level in form seven (i.e., 
equivalent to grade 13). The English learning environment is exam-orientated, 
especially in the upper secondary school. All the students have the same goal: to pass 
the exit examination. 
The educational policies and systems have been undergoing transformation 
since Hong Kong's handover to the PRC in 1997. The local secondary schools are 
divided into Chinese as a medium of instruction (CMI) and English as a medium of 
instruction (EMI). For CMI schools, all the subjects, apart from Chinese language, are 
taught in Chinese whereby English is used for EMI schools. Recently, whether 
English should be used as the medium of instruction has been full of controversy and 
under hot debate. 
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2.5.2 Writing Instructions 
Before describing students' attitudes towards writing in English, it is 
important to delineate the current practice of writing instruction in Hong Kong. In 
lower primary school, writing instruction usually involves writing sentences and short 
paragraphs. 
Second language writing gradually becomes more complex in secondary 
schools. Composition lessons are usually comprised of a double lesson. Teachers 
usually provide a topic for students and prepare them by brainstorming ideas, 
reviewing vocabulary and writing a plan together. Lower secondary students usually 
write personal narratives, writing about their own experiences. Upper secondary 
students, on the other hand, have to write both stories and argumentative essays in 
order to prepare for their public exams. Students will then be asked to write the 
compositions in class and hand them in at the end of the double period. Some 
teachers may let the students continue writing at home and hand them in later on. 
Having collected the compositions, teachers will then correct the errors either 
comprehensively or selectively. In a study investigating the practice of error 
correction in Hong Kong, Lee (2004) showed that the majority of the teachers (72%), 
irrespective of the form level(s) they were teaching, said they marked student errors 
comprehensively. 
Often times, compositions are not given back to students until they write 
another piece since marking a large number of writings comprehensively can be a 
time-consuming process. Lower secondary students, form 1 to 3 (which is equivalent 
to grade 7 to 9) usually have to write three to four compositions in a term (which is 
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about three months), with compositions ranging from 100 to 250 words. Upper 
secondary students who are form 4 to 5 (grade 10 to 11) write more often in order to 
prepare for public exams. The length of each composition is usually from 250 to 300 
words. Form 6 and 7 students (grade 12 to 13) are required to write about 350 to 500 
words. Of course, the regularity of composition class depends on different schools 
and their systems. Sengupta (2000) has also provided a similar review on the writing 
instruction in Hong Kong. 
The primary approach in writing instruction is product-oriented in which 
students are required to produce one draft only. As Lee (1998) has suggested, a 
writing class in Hong Kong is characterized by the teaching of grammar and the 
teaching of language; less attention is paid to the discourse features of writing. Lee 
notes that it is testing rather than teaching. 
2.5.3 Learning Motivation 
It is under the situation described above in which researchers have been 
investigating Hong Kong students' attitudes towards English learning. In the early 
days of research, it was found that the attitude towards English was ambivalent. Fu 
(1975) conducted a survey of attitudes towards Chinese and English language of 561 
secondary school students in Hong Kong. It was found that although they recognized 
the value of learning English, students did not feel comfortable speaking it, and they 
displayed negative attitudes toward native speakers and the western culture in general. 
Pierson, Fu and Lee (1980) also found that students had a fear of assimilation or loss 
of ethnolinguistic identity while using English. 
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In the nineties, the scene seemed to have changed. Hong Kong people, having 
adapted and become accustomed to western culture, are more comfortable with the 
English language. It was found that students did not agree that speaking English 
posed a threat to Chinese ethnic identity (Pennington & Yue, 1993). Even after 1997， 
when Hong Kong ceased to be a British territory, the significance of English has not 
been replaced. Local students believed that English would be important and useful in 
the coming ten years (Yang & Lau, 2003). 
As for Hong Kong students' motivation in English learning, Richards (1994) 
conducted a study on the role of motivation in language learning using 27 secondary 
school students. Semi-structured interviews and a questionnaire collecting 
background information as well as their motives and attitudes towards learning 
English were used. Not surprisingly, the motives for learning English, especially 
instrumental motivations such as English's usefulness for public examinations, for 
securing a good job, and for gaining access to further studies. Even for students who 
are intrinsically motivated, those who have a desire to master the language for its own 
sake, they also have social and instrumental orientations, helping them to gain access 
to educational and career opportunities. These results are consistent with the findings 
of studies by Pennington and Yue (1994) and Pierson, Fu, and Lee (1980) which show 
that academic and career-related motives for learning English are given high priority 
by local secondary school students. The instrumental motivations of EFL learners are 
reinforced by teachers in Hong Kong who stressed that assisting students to pass 
examinations is one of the major aims of English teaching (Richards, Tung, & Ng, 
1992). 
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Regarding students' attitudes towards leaning English and the learning 
environment in Hong Kong, Yang and Lau (2003) found that local university students 
were satisfied with the English learning environment at university. Taking language 
courses at university was more enjoyable than it was in secondary school because 
more individual work was needed. One reason is that students were allowed to 
research for an area that interested them. They also commented that the effort a tutor 
put into teaching affects their interest in learning. 
Summary 
In this chapter, I have delineated some of the background research, including 
second language learning motivation, the motivation on writing, the development of 
writing, and the theories on composing processes. I have also described the situation 
of the writing instruction as well as the educational system in Hong Kong. In the 
following chapter, I will present the method used in the current investigation. 
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3. Method 
The purpose of this chapter is to describe the methodology of the study, how 
the data for this study has been gathered, analysed and interpreted. This section opens 
with the three specific research questions (Section 3.1), a description of the overall 
research design of the study (Section 3.2). As there are controversies in the different 
approaches in studying composing processes, some major rationales in employing the 
specific design will be discussed (Section 3.3). The selected participants (Section 3.4), 
the procedure of data collection (Section 3.5), the instruments used (Section 3.6), and 
data analysis (Section 4.7) will also be described. 
3.1 Research Questions 
The main purpose of the current qualitative research is to investigate 
participants' own accounts of their history of developing writing skills and motivation. 
This helps to explore the factors in which students gain motivation in writing and 
ways it is manifested in their writing processes. The main research questions are as 
follows: 
(1) What are the factors that motivate L2 students to write outside the classroom? 
(2) What are the factors that motivate L2 students to write inside the classroom? 
(3) What are their writing strategies in composing personal narratives in a 
controlled setting? 
(4) What are the factors that can influence writing motivation, confidence and 
level of comfort in their writing processes? 
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3.2 Research Design 
This study is a multiple case study that is qualitative in nature which is 
comprised of two parts. In the first part, semi-structured retrospective interviews 
were conducted with four advanced EFL undergraduates in The Chinese University in 
Hong Kong. In the two interview sessions, participants were asked to talk about his 
or her history of language learning, the development of writing abilities and 
motivation, and his or her attitudes towards the learning of writing. They were also 
asked to fill out three questionnaires in order to build a portfolio of the participants' 
affect in writing, including: (1) Writing Self-Efficacy Questionnaire (Shell, Murphy & 
Bruning，1989), (2) Scale of Writing Apprehension (Daly & M川er’. 1975), and 
Motivation and Effort Questionnaire (adapted from Pupura & Sav川e, 2001; cited 
from Feng, 2001). 
The second part of the study aimed to examine participants' composing 
processes by using stimulated recall protocol and self-reflective writing journals. The 
motivation during their writing processes was also examined. 
3.3 The Use of Methodology in the Current Study 
3.3.1 Studying Motivation 
There are variations in the methodology in investigating motivation. The 
traditional L2 motivation research has relied heavily on quantitative survey methods. 
This means that most motivational data in the L2 field in the past have been gathered 
by means of questionnaires using quantifiable rating scales without any open-ended 
items. Using this type of method can, of course, be efficient as it can be carried out at 
a point of time. It can be said to be more precise and, if the results are significant, 
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they are generalisable. They can also be used to examine the overall distributions and 
can be replicated. However, there are numerous disadvantages. Because this method 
is working towards generalizing a particular people group, the intricate interactions 
among different factors of individuals cannot be revealed. In addition, usually 
questionnaire studies are done at a particular point in time. Therefore, how 
motivational factors developed across time cannot be captured. 
In contrast, qualitative study focuses on participants' rather than the 
researchers' interpretations and priorities. The main objective is to make sense of a 
set of (cultural) meanings by identifying systematic patterns in the observed 
phenomena and by reasoning any interpretation in a rich description of events and 
participant perspectives (Dornyei, 2001a). The methodologies involved in such a 
method include: observations, interviews, and authentic documents of communicative 
behaviour, e.g., recorded speech samples, writing texts. 
The research question of the current study is to explore the factors that 
motivate students to write in a foreign language voluntarily. In Hong Kong, given the 
educational system being very much exam-oriented, the main emphasis is not to 
motivate students' desire to write, but to develop the ability to produce well-crafted, 
stylistic and grammatically accurate pieces. Under such circumstances, there may be 
few students who are genuinely interested in L2 writing and embark on a writing 
journey on their own. Therefore, in this study, multiple case studies are used, 
enabling an in-depth investigation to explore the factors that make these students 
unique. Student writers' experiences, histories in learning and schooling, and their 
personal factors, such as their personality, peer factors, the way they view their 
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schooling and instructions are examined. Of course, the study makes no attempt to 
generalize the factors to the same population who enjoy L2 writing; yet, this serves to 
explore the complexities and intricacies of the development of writing motivation. 
The use of qualitative methods in this case, to explore the factors in depth, is most 
appropriate for such a purpose. 
3.3.2 Studying Writing Processes 
There are various ways to study composing processes, including direct 
observation, text analysis, and analysis by computers. These are minimally disruptive 
and adequately informative. However, in order to capture the covert processes of 
writers, introspective procedures can be used, for they can enhance our understanding 
of what goes on in the mind when one tackles a task. There are two major ways to 
access the processes of writing by hand: (1) graphic tablets that can record 
handwriting transcription, and (2) think-aloud protocol which requires the participant 
to talk aloud what he/she is thinking while performing a writing task. 
Although think-aloud protocol has been the major method of data collection, it 
does have its limitations. There are doubts as to whether the think-aloud protocol 
may distort writers' normal composing processes. According to Sasaki (2000)，there 
are intrinsic problems with this method because it may be difficult for some 
participants to speak while they are writing. It will be even more difficult for them to 
use their L2 — English. There are difficulties even when participants are allowed to 
speak in any language (e.g., LI, L2, L3, etc.). In a study by Whalen and Menard 
(1995), 10 out of 22 participants were unable to produce think aloud data even when 
they could choose the language they spoke. With such a case, I adopted a 'less 
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disruptive' method, stimulated recall protocol, which was used in studies by Bosher 
(1998) and Sasaki (2000). With this technique, participants' writing behaviour were 
videotaped. It is only after the completion of their writing tasks were they required to 
produce recall protocol while watching their videotaped writing behaviours. 
3.4 Participants 
Participants in this study were four Year 2 undergraduates, majoring in 
English (three females, one male). This gender ratio actually reflected the gender 
balance of the course. They were all studying full-time at the Chinese University in 
Hong Kong (CUHK) which is a mid-size university in Hong Kong. University 
population was employed in this study because it helps us to understand how writing 
motivation is manifested in the transition from secondary school to university. 
The major purpose of this study was to investigate how advanced EFL 
students develop writing motivation and to examine their composing processes 
outside the classroom. To achieve the aims, the participants were selected based on 
their English proficiency shown in exit examination and their writing motivation. All 
of them had attained at least grade 'B ' in the A-level English examination, and they 
proclaimed that they enjoy writing English. All of them also composed outside 
classroom on their own accord. The types of writing they composed include poems, 
online diaries, fiction, letters, e-mail, and short stories. 
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Table 3.1 
Background Information of the Participants 
Daniel Cintia Melina Charlene 
Gender Male Female Female Female 
HKCEE English C A A B 
exam results 
A-level English B B A B 
exam results 
Types of writing Stories, Online Fiction, Poems, 
they have done online diary diary, letters, online diary 
private diary e-mails, 
online diary 
The participants selected had been educated solely in Hong Kong and started 
learning English since kindergarten at the age of three. They had continued to learn 
English as a foreign language throughout primary and secondary school. In terms of 
training in writing, they only learnt English writing within school setting; none of 
them had attended any writing training or workshop outside school. Because all of 
them major in English at university, they attended a compulsory writing workshop 
which is called Communications for English Majors (CENG). In summary, all the 
participants were in their early twenties, and this was their first degree course in 
higher education. 
3.5 Data Collection Procedures 
3.5.1 Semi-Structured Interview 
The current study adopted a multiple case study approach to investigate the 
writing motivation of EFL advanced learners. Both macro and micro writing 
motivation was explored (Bruning & Horn, 2000). Macro writing motivation refers to 
a desire to write across time whereas micro writing motivation refers to the 
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motivation that mediates in writing processes. In order to investigate the macro 
writing motivation, two semi-structured interviews were conducted with each 
participant. Before the first interview, each participant signed a consent form which 
contained a brief description of the study. Participants were informed of the 
procedures and of the use of pseudonyms to protect their privacy (See Appendix B, p. 
137). A background information questionnaire was administered (See Appendix A, 
pp. 135-136). After filling out the background questionnaire, participants were asked 
to complete three additional questionnaires to guide the interview, including: (1) 
Writing Self-Efficacy Questionnaire (Shell et. Al., 1989) (see Appendix E, p. 142-
143), (2) Scale of Writing Apprehension (Daly & Miller, 1975) (see Appendix D, pp. 
140-141)，and (3) Motivation and Effort Questionnaire (adapted from Pupura & 
Saville, 2001; taken from Feng, 2001) (see Appendix C, pp. 138-139). 
The interview was on individual basis, each taking place in a quiet classroom 
where the conversations were recorded for transcription. Students could choose to 
use either Cantonese or English in the dialogue. Three of the participants chose to 
speak in English and one chose to use Cantonese. Each interview lasted for slightly 
more than an hour. The main issues discussed in the first interview include: 
(1) The participants' experience in learning English at school and at 
university 
(2) Their experience in learning EFL writing; their attitudes towards 
writing instructions 
(3) Their writing habits 
(4) Their confidence in writing 
(5) Their motivation and attitudes towards writing 
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(6) Their viewpoints on how they became motivated/good writers 
The second interview took place at a later stage in order to collect additional 
information, including: 
(7) The participants' family background 
(8) How they see themselves as L2 learners and writers 
3.5.2 The Composing Processes 
In the second part of the study, the composing processes and the micro-writing 
motivation were explored. The methodology used was adapted from Sasaki (2000) in 
which stimulated recall protocol was used to explore the EFL writing process of three 
paired groups of Japanese EFL writers (experts versus novices, more- versus less-
skilled student writers, novices before and after 6 months of instruction). In her study, 
participants were given 30 minutes to write with a prompt on an argumentative topic. 
They were allowed more time if needed. An observer carefully recorded their writing 
behaviours including pauses longer than 2 seconds. A video-camera was also set 
directly above the individual's head which then recorded his/her hand movements on 
the paper while writing. This acted as an extra aid for them to remember what they 
were thinking about during each pause. 
Just before starting to write, participants were asked several questions about 
their planning. They were told that the questioning session was not included in the 30 
minutes. After they finished the writing task, they were asked again about their 
planning as a confirmation. Afterwards, the researcher and each participant watched 
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his/her writing process on videotape. Participants were then asked the reason for each 
of the pauses that lasted more than 3 seconds. 
In the current study, because the focus was on both the writing motivation in a 
writing task as well as their composing processes, I slightly modified Sasaki's (2000) 
data collection technique. To collect the data, participants were invited to compose a 
writing task in a linguistic lab. I obtained permission to video-taped them while they 
were writing. The participants were given both written and verbal instructions prior 
to the task (see Appendix F, p. 144). They were informed that their writing would not 
be graded. They were then given writing prompts and were asked to write a prose 
response. The aim of this study is to explore the writing related issues that are outside 
class, so I chose personal narrative as the compulsory genre. This would be a familiar 
kind of prose that people prefer to produce when they write on their own. In this way, 
there is freedom for the participants as long as they were writing in the form of prose. 
In order for participants to be able to come up with a topic in a relatively short period, 
different suggestions were given to them. They could also create their own topic 
inspired by any of the ideas (see Appendix F, p. 145). Some of the examples given to 
them are as follows: 
• Remind yourself of something interesting, beautiful, amusing (or any 
other adjective of your choice) and try to capture it in writing 
• Think about questions you have about your persona丨 life or values. 
What is important to you? What do you worry about? 
• Think of your experience/memories in recent years. It can be your 
worst vocation, a personal triumph, or your first school memories. 
After administering the instructions and prompts, I gave each participant a 
maximum 20 minutes planning time during which his or her were asked to write only 
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notes, but not sentences. Just before they started writing, they were asked to give an 
account of what they were thinking in the pre-writing stage in order to find out 
participants' thought processes before writing. In addition, they had to indicate on the 
Likert-type scale (1) their desire to write at that point in time, (2) their comfort level 
in the writing, and (3) his or her confidence about the writing task. They were asked 
to indicate on a scale of 5, with 5 being the upper end (i.e., highly motivated to write, 
the most comfortable and confident) and 1 being the lower end of the scale (i.e., not 
motivated to write, the least comfortable and confident). They were also asked to 
explain or discuss the choices they made. This part was incorporated in order to 
investigate how motivation works in writing processes. 
Each participant was then given 45 minutes to complete the writing task, and 
their hand movements on the paper were videotaped. Unlike Sasaki's study, the video 
camera was set directly in front of the participant instead of being above his/her head, 
due to technical difficulties. Although it would be, seemingly, a disadvantage to the 
affect of the participants, according to their feedback, they were not affected 
negatively by the setting. They were not aware of presence of the camera once they 
started the task. During the writing session, the researcher noted where and how long 
pauses were made. This served as useful reference in the following video-watching 
session. 
In the post-writing session, the participants were asked again to indicate of (1) 
their desire to write, (2) their comfort level, and (3) their confidence at the end of the 
task using a Likert-scale. They were also asked how the level fluctuated at different 
stages of the writing task. 
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To investigate the participants' thought processes during the writing task, 
stimulated recall protocol was employed. After writing, participants were asked what 
he or she was thinking about during the pauses that were over three seconds. The 
video of the participants' own writing movements were played back to them as a 
supplement to recall his or her memory. In addition, the participants were asked to 
reflect on issues relating to writing in the controlled setting versus natural 
environment. The questions that were asked included: 
• Can you tell me the difference between writing in different settings (in 
natural versus controlled environment)? 
• Do you usually plan and/or revise when you write on your own? 
• How long do you usually write on your own? 
• Do you usually write by hand or by computer? Which do you prefer? 
• Were there any special things happening that might have affected your 
writing today? 
The amount of time spent in planning and in the actual writing was recorded 
by the researcher, and all the dialogues were tape-recorded. The whole process took 
slightly more than two hours. From the writing session, the following data was 
obtained: 
1. Drafts and the actual written text 
2. Time spent before starting to write 
3. What they were thinking in the pre-writing stage 
4. The Likert-scale of their writing motivation, their confidence and comfort 
levels before and after the writing task. 
5. Occurrences of the pauses which were longer than 3 seconds 
6. Participants' explanation of the pauses 
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3.5.3 Writing Journals 
Diaries and journals are considered to be an important way of obtaining 
information about students' introspective processes (Nunan, 1992). Keeping a 
reflective journal is a useful tool for getting students to reflect, revise, and comment 
about their natural writing processes as well as their social and cognitive factors when 
writing on their own. In order to gain a deeper insight into how the participants write 
outside academic settings, they were requested to keep a journal about their personal 
English writing over a six to eight week period, with one journal per week on average. 
They were encouraged to describe things such as ways they came up with a topic, the 
things they thought about before they wrote, and their composing strategies. They 
were also asked to submit the resulting actual for reference purpose only. Participants 
were given written instructions (see Appendix H, p. 157). 
3.6 Instruments 
3.6.1 Background Questionnaire 
The background questionnaire was devised by the researcher. It consisted of 
three main components with 20 items in total; all of which are closed ranking 
questions. The first part of the questionnaire contained items asking for the 
participants' name, sex, their native language, their grades of the English results in 
HKCEE and HKAL which are the public exit examinations in Hong Kong. They 
were also asked the secondary school they attended and its banding, i.e., how good the 
school was. In Hong Kong, the schools are categorised into three bands (band 1, band 
2 and band 3) according to the results of exit examination. Schools in band 1 would 
be ranked as the best ones, band 2 would be average, band 3 would be the worst. The 
second part inquired about participants' writing habits, such as the number of hours 
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they write on their own per week and the types of writing they have composed. The 
third part contained miscellaneous items such as how they perceived their confidence 
and how much they enjoyed writing. 
3.6.2 Motivation and Effort Questionnaire 
The questionnaire used in the current study was an adaptation of Purpura and 
Saville's (2001) motivation and effort questionnaire, taken from Feng (2001). The 
original one contains five scales: integrative motivation, instrumental motivation, 
achievement motivation to learn a language, achievement motivation in language 
testing and language learning effort. Because the last item, language learning effort, 
is not associated in this study, it was omitted; the adapted version included only four 
scales. 
3.6.3 Scale of Writing Apprehension 
As mentioned before, each writer has different levels of writing apprehension, 
a form of writing anxiety, which can affect his or her writing experiences. In order to 
measure the writing anxiety of native speakers of English, a questionnaire was 
developed by Daly and Miller (1975). This instrument contains 26 items that elicit 
information related to writing apprehension in four categories: (1) anxiety about 
writing in general, (2) teacher evaluation of writing, (3) peer evaluation of writing and 
(4) professional (e.g., publishers and magazine editors) evaluations. The respondents 
are asked whether they agree to statements such as ‘I avoid writing' and ‘I look 
forward to writing my ideas' using a 5-point Likert-type scale. 
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3.6.4 Writing Self-Efficacy Questionnaire 
Self-efficacy has been first proposed by Bandura (1982, 1986). It is expressed 
as 'personal confidence in the ability to successfully perform tasks at a given level' 
(Shell, et al., 1989). The self-efficacy instrument for writing was developed by Shell 
et al. (1989) according to the basis outlined by Bandura (1982, 1986). It asks the 
respondents to indicate their confidence in performing a variety of writing-related 
tasks on a scale of 0-100. However, in order to modify the scale to become more user 
friendly, a 5-point Likert-type scale was used instead. The instruments contained two 
subscales: (1) a task subscale consisting of writing tasks of varying difficulty and (2) a 
skill subscale consisting of component skills involving writing. 
3.7 Data Analysis Procedures 
3.7.1 Responses to the Background Questionnaire 
The data collected for the first part of the study included the responses to the 
background questionnaire. The participants' demographic characteristics and their 
writing habits were described and summarised. The information was then compared 
across the four participants, 
3.7.2 Responses to the Motivation and Effort Questionnaire 
Individual's average scores for writing motivation and effort were calculated 
together with group average for each scale. The reasons for a particularly high or low 
score were discussed based on the responses to individual items in the questionnaire. 
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3.7.3 Responses to the Scale of Writing Apprehension 
A writing apprehension score was calculated for each individual and together 
as a group based on the formulae provided in Daly and Miller (1975). According to 
them, the formulae is as follows: 
Writing Apprehension = 78 + Positive Scores - Negative Scores 
The scores across participants were compared and discussed with the relation 
to each participant's response in the interview. 
3.7.4 Responses to the Writing Self-Efficacy Questionnaire 
Self-efficacy scores were computed by calculating the mean scores for the 
items in each subscale. The scores in the two subscales, task subscale and a skill 
subscale，were added in order to understand the degree of self-efficacy in each 
individual. Characteristics of each individual's analysis were summarized 
descriptively. 
3.7.5 The Semi-Structured Interviews 
The interview tapes were transcribed word-for-word. The researcher carried 
out content analysis and coded the text that illustrated or represented a particular 
concept. The content of materials was broken into meaningful and pertinent units of 
information, and certain characteristics of the message were analysed and interpreted. 
The content was examined on a variety of levels: word, word sense, phrase and 
sentence. The researcher examined the content to determine emerging patterns or 
themes in the preliminary analysis. An in-depth analysis was carried out afterwards to 
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explore the interactions within each theme. The results of the questionnaires were 
used to assist in explaining the results of the content analysis. 
3.7.6 Methods to Analyze the Data Collected in the Composing Session 
Micro-writing Motivation 
The participants were asked to indicate, before and after completing the 
writing task, using a Likert-type scale, (1) the desire to write at that point in time, (2) 
the comfort level in the writing, and (3) the confidence about the writing task. How 
these affects fluctuated during the writing task were described and summarised. The 
data were then compared across the participants. 
Analysis of Pauses 
The analysis of pauses was based on the eight categories used in Sasaki (2000) 
which is an adaptation of Anzai and Uchida's categorization (1981). This is 
compatible for the current study because our sample is also of EFL origin. The 
categories include planning, retrieving, generating ideas, verbalizing, rereading, 
translating, evaluating and others. There are also several subcategories for classifying 
the participants' writing strategies. Table 3.2 shows a detailed description of 
categorisation. 
The Analysis of Writing Journals 
Content analysis was used to analyse the writing journals. Again, the contents of 
materials were broken into meaningful and pertinent units of information; certain 
characteristics of the message were analysed and interpreted. 
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Summary 
In this chapter, I have delineated recruitment of participants and the 
procedures of data collection. I have also described the instruments used in this study 





















































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































4. RESULTS AND DISCUSSIONS 
Through the semi-structured interviews, detailed profiles of the four 
participants were obtained. Therefore, in this chapter, I will delineate the results 
based on participants' responses to the questionnaires and their retrospective account 
in the interviews. I will also discuss the analysed data accordingly. 
I will first report the participants' responses to the three questionnaires 
(Section 4.1), including the Second Language Writing Apprehension Test, the Writing 
Motivation and Effort Questionnaires, and Writing Self-Efficacy Questionnaire. Then, 
in order to answer the research questions, I will report the factors that helped 
motivating learners to write, outside the classroom (Section 4.3) and inside the 
classroom (Section 4.4)，which could be revealed through their interviews as well as 
the reflections in their writing journals. Finally, I will discuss the analysis of the data 
from the stimulated recall (Section 4.6) and the writing strategies of the participants 
(Section 4.7). There is also a discussion of some of the results obtained (Section 4.8). 
4.1 Writing Motivation and Affect 
4.1.1 The Results of the Motivation and Effort Questionnaire 
The Motivation and Effort Questionnaire (adapted from Purpura & Saville, 
2001) was used to explore the participants' motivation towards writing. This adapted 
version of the questionnaire is a 5-point Likert-scale questionnaire containing 26 
items, in which motivation is broken down in terms of integrative motivation, 
instrumental motivation, achievement motivation and effort made in practicing 
writing. The results of the questionnaire are shown in Table 4.1 below. 
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Table 4.1 
The Results of the Motivation and Effort Questionnaire 
Daniel Cintia Melina Charlene Group 
Average 
Instrumental ^ 4^2 3.9 
Integrative 2J 3J 3^ 4 
Achievement 4~2 
Efforts 3 J 1 8 1 6 
Average 33 3J 1 9 J j 
With 5 being the highest score, this group of participants scored an average of 
3.7 on the motivation and effort scale, with the individuals' scores ranging from 3.3. 
to 3.9. This categorises them as a fairly motivated group of L2 writers. The group is 
generally the most motivated in the instrumental scale, denoting that they learn to 
write in English with specific purposes in mind. This finding can be shown in the 
question statements number 1 to number 5; some of the reasons stated in the 
questionnaire include needing it for one's career, area of studies, and earning more 
money. In terms of achievement, the scores for the motivation and efforts in learning 
writing are average, 3.8 and 3.6 respectively. However, the group seemed to be less 
motivated by integrative, suggesting that the desire to be accepted by native speakers 
of English is not as great a motivation in learning writing. This is actually reflected 
in the responses from Cintia and Charlene who had a slightly lower score in this area. 
4.1.2 The Results of Second Language Writing Apprehension Test 
The Second Language Writing Apprehension Test (SLWAT), a questionnaire 
that contains 26 items, was used to elicit information about writing anxiety in four 
areas，namely, anxiety about writing in general (writing anxiety, confidence in writing, 
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and attitudes toward writing), teachers' evaluation of writing, peer evaluation of 
writing, as well as professional (publishers and magazines editors') evaluations. 
According to Daly and Miller (1975), the apprehension score can be obtained by 
using the formulae: Writing Apprehension = 78 + Positive Scores - Negative Scores. 
The score might range from 26 to 130. Writers who score one standard deviation 
above the mean are considered high apprehensive; the writers who score one standard 
deviation below the mean are low apprehensives. The rest have moderate 
apprehension. Table 4.2 displays the results of four participants completing the 
Second Language Writing Apprehension Test (SLWAT). 
Table 4.2 
The Results of the Second Language Writing Apprehension Test (SLWAT) 
Daniel Cintia Melina Charlene Group 
average 
Score* 
61 58 70 43 58 
*The score range from 26, which indicates extremely low apprehension, to 130, indicating extremely 
high apprehension. 
According to Table 4.2, the group displays an average apprehension score of 
58 which suggests moderate writing apprehension. Two of the participants, Daniel 
and Melina, have a score higher than the group average, which are 61 and 70 
respectively. The other two participants, Cintia and Charlene, had even lower scores 
which are 58 and 43 respectively. Comparing the scores to those in Daly and Miller 
(1975)，Daniel, Cintia, and Melina would be classified as moderate in their writing 
anxiety. As Charlene scored 43 which is way below 52，the threshold for low 
apprehensive writers, she is classified as having low writing apprehension. 
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4.1.3 The Results of Writing Self-efficacy Questionnaire 
The self-efficacy instrument for writing was developed by Shell et al. (1989) 
who asked the respondents to indicate their confidence in performing a variety of 
writing-related tasks. The two subscales in the instruments include: (1) a task 
subscale consisting of writing tasks of varying difficulty and (2) a skill subscale 
consisting of component skills involving writing. Table 4.3 displays the results of 
Writing Self-Efficacy Questionnaire. 
Table 4.3 
The Results of Writing Self-Efficacv Questionnaire 
Daniel Cintia Melina Charlene Group 
Average 
Task-subscale ^ ^ ^ 2.3 
Skill-subscale 23 K5 Z3 2 2A 
For this instrument, the participants used a Likert-like scale; 5 would be 'strongly 
disagree' and 1 would be 'strongly agree'. According to Table 4.3，the group average 
is 2.3 for task subscale and 2.1 for skill-scale; and the results for each individual were 
similar across participants. This suggests that they felt confident composing different 
writing tasks. Looking at the items in the questionnaires, we can see that all the 
participants felt relatively confident with tasks such as writing a letter to a friend to a 
family member and listing instructions for how to play a card game. However, they 
may feel less so in ones such as writing a 400-page novel. 
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4.2 Background of the Participants 
4.2.1 Daniel 
Daniel is from a traditional Chinese family in which his parents are from 
mainland China. Neither his parents received a proper education nor knows much 
English. His father is a civil servant who has an education background up to 
secondary school; his mother is a housewife who actually does not know how to read 
and write. He has a brother who just graduated from university, and his sister is a 
secondary school student, studying at junior level. Daniel described his family as 
liberal when it came to academic affairs because they just let him choose whatever he 
wants to study. -
He considered himself a high achiever in both primary and secondary school 
where he particularly enjoyed subjects in the arts stream, such as geography and 
history because he could express his opinion in writing. Since he obtained in-school 
awards in Chinese in primary school, he developed a keen interest in languages. His 
interest in Chinese was stronger than English in primary school, but the situation 
changed when he entered a band one secondary school where English was used as the 
medium of instruction (EMI). As his English improved quickly, he seemed to enjoy 
the subject much more. 
Being imaginative and expressive, he was confident in creative writing as he 
felt he had the essential qualities in this arena. Nevertheless, he felt less assured in 
academic writing because he was weak at spelling. He often had to rely on a 
dictionary or the spell check on the computer. Daniel usually spent about an hour and 
a half every week, typically an evening to write. He kept an online diary in Chinese 
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and English and he also wrote some English short stories. He enjoyed reading 
English books, especially stories from the Readers ‘ Digest and he would read for 
leisure during school holidays. 
4.2.2 Cintia 
Cintia is from a family of four; her father owns a transportation company and 
her mother is a housewife. Like a lot of parents in Hong Kong, her mother took an 
active role in developing Cintia's English language skills. She would buy some 
English learning materials and help Cintia to learn vocabulary using word cards. She 
would also send Cintia to some short-term English courses. Through these activities, 
Cintia's interest in English increased. 
Cintia is a polite and conscientious student; she enjoyed school where she was 
a high achiever in both primary and secondary school. In primary school, she did 
extremely well in different subjects and was ranked the best in her year. She did well 
in English and she enjoyed the subject since she was young because she thought the 
tone was nice when she read English. She got several in-school English prizes, 
obtained an A in English in HKCEE and a B in A-level, and chose to study in English 
when she entered university. 
Being an autonomous learner, she took pleasure in self-study and would not 
just study for grades. She would reflect on why she got such a result and would try to 
learn from her mistakes. She described herself as a quiet person because she prefers 
listening to others rather than talking to them. Indeed, she often gave a one word 
answer in the interviews rather than giving a full explanation. 
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Cintia spent about two to three hours a week in the evening to write an online 
diary in English and Chinese. She rarely wrote when she first started writing diary in 
F.3, but she wrote regularly when she was in F.4. Sometimes, she even wrote every 
day. When she was busy, she would just jot down some ideas for later use. 
4.2.3 Melina 
Melina is also from a small family; her father is a postman and her mother a 
housewife. Although she appears calm on the outside, she described herself as a 
rather emotional person. She is a quiet girl, one who is not very sociable because she 
does not like talking to strangers. Melina had good academic performance in primary 
school and she did well in most of the subjects. She seemed to have language talents 
because even when she did not study hard for English, she would still get acceptable 
results. She admitted that she did not put much effort in the subject and when she did, 
it would be because she wanted to maintain her rank in her year. To her, English was 
just another subject in primary school and she did not enjoy it very much. Despite her 
being uninterested in the subject, she did enjoy reading English stories, especially 
readers. The turning point for her was in F.3 when she realised that her English had 
been deteriorating. From then onwards, she revived her interest in the subject. She 




Charlene's parents came to Hong Kong when they were adults. Her father 
works as a worker in a kitchen at a hotel. Her mother works in a factory which 
produces golden decorative cards. She also has a little sister and a little brother. Her 
sister has already graduated in F.5 a year ago and works at McDonald's, earning 
money for a higher diploma course. Her brother is studying in primary 4. Charlene's 
mother is quite strict and would oversee her study when she was young. 
In primary school, although Charlene's performance in English was quite 
good, she was not very interested in English during this period because she could not 
comprehend what her teachers were talking about. Charlene felt confused and lost in 
English lessons in primary school. The lessons were teacher-centred whereby 
learning English was 'mainly about teachers teaching in lessons.' They followed the 
textbooks which had some passages and grammar points. Her goal was just to pass 
the exam and she just recited some of the passages for exam preparation. In terms of 
writing, she was required to do word order most of the time. She felt that she could 
not write in primary school because she did not know anything about writing. There 
was quite a big change for her when she started secondary school. Her performance 
in English was 'extremely bad' in F.l. In about two hundred people, she was ranked 
in a hundred and something. As her teacher prompted her to work harder, she started 
reading some simple English thrillers. After that, her performance improved a lot. 
She was then ranked within a hundred, a big improvement for her. 
Although Charlene was quite good in English, she felt that her Chinese was a 
lot better partly because she read more Chinese books than English ones. She was a 
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quiet girl on the outside, demure. However, in writing, she showed her playful 
personality. 
Charlene wrote very little for pleasure in English when she was in secondary 
school. She would just write diaries in Chinese. But she used English all the time 
when she communicated in ICQ, which happened about two to three times per week. 
After entering university, she would write about an hour altogether at home each 
week, writing her diary and her online blog. She also wanted to write a story. 
Although she had started working on one, she felt that she may not have the 
persistence to finish a whole story. 
4.3 Second Language Writing Motivation Outside the Classroom 
As mentioned before, motivation is a complex mechanism and there are bound 
to be intricate factors influencing L2 writing motivation. Each participant was 
influenced by different types of factors as their stories unfolded. In categorising the 
data through content analysis, patterns of writing motivation were revealed and nine 
themes were identified. The themes motivating writing outside the classroom can be 
divided into two levels: the Personal Level and the Environmental Level. In the 
Personal Level, factors influencing the desire to write include personality, intrinsic 
motivation, language proficiency, and their conscious language choice. In the 
Environmental Level, it includes aspects such as autonomy, audience, integrative 
motivation, and instrumental motivation. In the following, I will delineate how the 
different factors influenced the participants in this study. Table 4.4 shows the 
categorisation of the factors revealed from the participants' accounts. 
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Table 4.4 
Factors Affecting L2 Writing Motivation Outside the Classroom 
Personal Level Intrinsic Motivation 
Personality 
Goals in Writing 
Writer's Identity 





Environmental Level Autonomy 
Integrative Motivation (L2 Culture through Media) 
Audience 
Instrumental Motivation 
*The influence of Events is considered as a sub-factor of Conscious Choice between LI and L2 under 
the Personal Level rather as an environmental factor. 
4.3.1 Personal Level 
Intrinsic Motivation 
Human has a history of recording events dated as early as Stone Age, even 
when words had not been invented. The functions of writing or drawing are for 
recording, communicating, or self-expressing. This is the same with the participants 
who had an intrinsic writing motivation in a second language. The participants wrote 
because of the intrinsic value of writing - that is to express themselves, to 
communicate with others, and to record life events. And sometimes, there would be 
no apparent reasons; the participants would just write for the sake of writing. As one 
might recall, Vallerand and his colleagues (Vallerand, 1997; Vallerand, Blais, Briere, 
& Pelletier, 1989; Vallerand, Pelletier, Blais, Briere, Senecal, & Valliere，1992, 1993) 
(See p. 8 in the Literature Review) proposed a three-part taxonomy of intrinsic 
motivation (IM), and the intrinsic writing motivation described here seems to be 
comparable to one of the components - IM-stimulation. This is the type of intrinsic 
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motivation based on the sensations stimulated by performing the task, such as 
aesthetic appreciation. 
To express himself and to be in touch with others were the reasons why Daniel 
kept his diary. However, in keeping contact with others, he was only willing to 
express his happiness, but not depressing thoughts. He had his 'bottom line' in 
writing and would avoid writing something offensive. When he wrote unpleasant 
things, he would set a password for that piece of writing. And sometimes he wrote 
about things that were unusual or even silly in his eyes, things that were difficult for 
him to tell others. Therefore, he would write them down instead. 
Sometimes, in my diary I would write about a chair....It may be an 
unanimated thing, something that cannot move at all, but... I think everything 
has feelings. Each subject has their thinking, well... I will assign some 
thinking to them. That 's silly, but very very funny.... No, they are silly words. 
If I write it down, it 's alright. They would think that wow, Daniel is 
so ...good... but if I talk to.... suddenly I talk to... they 'II think that I must be 
crazy ( f interview). 
In addition, he wanted to record daily events because he did not want to lose the 
memories in his life. 
I was tired by the time I wrote. You know, after the trip (we played overnight, 
though no jet lags), I was really tired. However, I was afraid I would forget 
everything. So I needed to write down everything before I forgot (writing 
journal). 
Cintia wrote because she wanted to. Nearly every day, she wrote her 'private 
diary', in English, which there was no audience other than herself. When she was 
asked explicitly the reason why she could find time to write, she could not articulate a 
particular motive. She reasoned that maybe she did not want to forget about what 
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happened in her life. She also admitted that she would feel uncomfortable if she did 
not write. 
If I feel fidgety not writing, then I would write. I don 't know why, but I do 
have that feeling. Let 's say if something happened to me, even if it 's my 
personal diary, I want to write it down first. I don 't know why interview). 
Melina also had an ‘urge’ to share her stories and to record what had been 
happening in her life. Again, one of the reasons she kept writing was that she did not 
want to forget things. She would continue to write even when she was busy. Even 
when time was restricted during A-level, Melina still found some time to write. 
In the past, when there was nothing in my mind, I still tried to think. But, in 
F.6 and F. 7,1 couldn ’t do it. I just wrote when something came to my mind 
"‘�'interview). 
In university, she felt that there was even less time for writing because there 
were a lot of extra-curricular activities, needless to mention the academic work. But 
even so, she did not relent. 
It was like I would be very uncomfortable if I don 't write. And I don 't like 
forgetting things. I'd write it down, especially some very interesting 
conversation in my daily life. I find it very interesting when I look back. I 
don 't really want to forget any of those. So, I just kept writing (1"' interview). 
It was one of the few weekdays that I was at home. I was quite relaxed 
because I had finished all my academic work. Then, I decided to work on my 
travel journal for the 2005 summer holiday (1"' interview). 
For Charlene, on one occasion, she wrote even when she did not have 
anything particular in mind. She wrote because she wanted to write. 
Before I started writing, actually I'm not sure what to write. I just want to 
write SOMETHING (writing journal). 
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Personality 
The participants felt that their personality was an influential factor for their 
writing, especially the part of personality such as being sentimental and observant. 
For Daniel, he described himself as having a lot of feelings towards life (多愁善感 in 
Chinese). So, instead of talking to others, he would write in order to express his 
emotions. In fact, in one of the writing journals, Daniel wrote immediately after 
finding out that a girl he fancied wore a ring on her engagement ring finger, 
suggesting that she had a boyfriend. He commented in his reflection: 
After the lesson, I could not wait and went straight to the library, turn on the 
computer and wrote down the poem. I faced no difficulties at all to get this 
done because I really got intense feelings (writing journals). 
I knew someone was watching but I had to get my feelings vent (writing 
journal). 
In another writing journal (see Appendix I, p. 160)，whereby Daniel spent a 
Christmas day on his own, he commented, ‘I felt better after I wrote what I felt.' And 
he wrote this because he wanted to share it with friends, looking for soothing comfort 
and supporting words. 
Being afraid to talk can be a factor why the participants wrote. Cintia 
acknowledged that she was shy about talking at times. She felt that there were things 
better written than said and, through writing, she could express herself in a more 
organised fashion which she thought did not always happen in her spoken language. 
Similarly, Melina felt more comfortable expressing herself in writing because, in this 
way, she could ‘communicate with people (she didn't) know.' Describing herself as 
an emotional person, one who would hide her feelings, Melina said that she would 
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'probably explode if she doesn't write.' Through writing, she felt that she could avoid 
some of the social etiquette or embarrassment. To her, writing was an easier way of 
communication. 
Sometimes, when you don 't know the person, you don 't really.... know how to 
talk to them. Maybe he doesn 't want to talk. So, you are not sure he ’d like to 
talk to you. So, writing... if they 're tired of reading your writing, then they 'II 
stop (1"' interview). 
Charlene felt that her personality was the most important factor in developing 
her desire in composing. She is a sentimental person in general. So, both happiness 
and sadness inspired her to write, but the latter affected her more. She also wrote to 
express her feelings, especially when she did not want to talk. 
I feel that I got the inspirations in my daily life. Maybe when I commute and I 
see some people who are special.... It's affected by my own emotions. Yes. 
Inspiration, my own inspiration does not happen when I just sit in a room. 
They don 't just appear. They appear when I observe others and events.... Yes, 
when I am sad, I would have more inspirations (1�' interview). 
I am bothered by something these days. I don 't have good mood and I wanted 
to express it in my writing, but I don，t want to say it so explicitly, so I just 
write a short poem (writing journal). 
Part of Charlene's personality is being a good observer. This helped her to 
notice and think about different issues in life; she would take note of the details in her 
daily life and record it on paper. For example, she stated in her writing task: 
Hong Kong people are always too busy and their pace is usually too fast that 
they don ’t show much attention to the surroundings. But I'm not that kind of 
person. No matter how busy I am, I still look around and observe things 
around me (writing task). 
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When she was asked the reason to write, she also said: 
Actually because I think I have a feeling towards that thing. For example, for 
a period, I feel that I'm bored with my life. Suddenly I saw a child, eating an 
ice-cream while playing with two pigeons, scaring them away. Then, all of a 
sudden, I thought it was fun. Then, I thought maybe life isn 't that boring at all. 
I felt that, just like the child, with an ice-cream and some pigeons, you could 
be very happy. So, if you have feelings towards something, just write them 
down (r' interview). 
Goals in Writing 
Having explicit and conscious writing goals can definitely be a motivator. By 
having specific targets, it is like running towards a goal in a competition, it would be 
easier for one to take actions to achieve towards the aim. This was the same for 
Daniel who wanted to perfect, to improve his writing. To do so, he now compared his 
writing with native speakers. He reasoned that, as a second language learner, this was 
the way to develop his English. 
Because you want to perfect... I want to perfect my English. And then, how do 
you perfect your English? You have to make a comparison. Not a comparison 
with the Chinese, although sometimes Chinese 's English is really good. But, it 
should be better with native speakers. That 'II be much more desirable (2"'^ 
interview). 
That was why he started to spend more time on a piece of writing than before. 
Before he would just write a piece and then put it online and receive comments. But 
now, even for online diary, he really worked on a piece by having a first, a second, 
even a third draft at times. It was obvious that he put more effort into his writing than 
before. 
Sometimes, I have to stop and think for half an hour and I can come up with 
nothing because I want to perfect, I want to perfect with that sentence. So, 
writing now is kind of difficult for me, but still very interesting interview). 
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It is important to note that Daniel's goals in writing were changing as time 
went along. Before, as long as he could entertain himself through writing, to be 
appreciated by the others, he would be satisfied. However, in the second interview, 
his goals changed which seemed to be at a higher level. 
Other participants did not seem to have such specific, conscious goals. They 
did, however, have a general desire to write well. For example, to Cintia, writing well 
meant the ability to express emotions or feelings with precision and exactness. 
Although it was not in her agenda to write perfect English, she wanted to write better; 
it was her goal to be able to express herself clearly and precisely. One of her 
strategies in improving her writing was to take note of how others write through 
reading magazine articles or books. She also took time to review her own writing, but 
she only did so with those that will be read by others. For her private diary, she 
would close the file as soon as she finished. She had also considered being a writer in 
English since she was a child, although she felt that this path would be very difficult. 
(Have you thought of being a writer?) Yes, I have. But, it seems to be very 
difficult. (Do you want to write in English or Chinese?) English.... Since I 
was small..... when I was young, I didn 't think of what I wanted to write. It 's 
like I wanted to write about everything. When I grow up, I want to write 
stories. There seem to be more focus (1'�' interview). 
Charlene's goals in writing are only targeted to her assignments. She sets 
goals in terms of grades. , 
In secondary school, actually, I would...set my goals in exams. That means 
for example I'll have to get at least a B in composition. But, in university, in 
writing, I would do the same actually. For assignments, it cannot be lower 




Not everyone would identify himself or herself as a writer, especially so for a 
second language learner. Some participants may accept the term, a L2 student writer, 
but they may not have any feelings towards the phrase. And even if they could make 
an association with it, it takes time. It is like wine brewing, or a metamorphosis; the 
identity of a writer develops through different stages. 
For Charlene, when she was asked whether she could identify herself with the 
term L2 writer, she said she would like to be one, but she could not at the moment. 
She explained that she still had a lot to learn as an English learner. The same was for 
Melina, she would only interpret the term 'writer' as a person who writes. The 
participants' responses were natural because they did not feel that they were up to 
standards in terms of writing. 
Although it is hard for L2 university students to develop the identity of a 
writer, it is not impossible as one can see in Daniel's case. He never identified 
himself as a L2 writer in secondary school, not even when he was interviewed the first 
time when he had just finished his year 1 at university. However, in the second 
interview, after attending a thought-provoking course on International English, Daniel 
seemed to have transformed. He started to see himself as an amateur L2 writer, and 
he was actually planning to publish a thin book on the aborigines in Hong Kong. 
You cannot say 7 am a writer ’ when you meet the people on the street and say 
'Hi, I am a writer. Nice to meet you! ‘ It does not make sense at all. Until you 
get something published, get something written down, and get people to read, 
then you are a writer (2"" interview). 
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He had a feeling that Hongkongers would not read Hong Kong literature in 
English. He understood that the market is small and it would be hard to be a L2 
writer, but he was willing to give it a try. 
Well, as a second language learner, if I use English, I can reveal the steady 
Hong Kong local life more authentically. And that ’s what I want to try. I 
know that as a writer in Hong Kong, it 's the same as a beggar. So, being a 
writer is actually my dream and I would like to pursue my dream before I 
graduate. Not after I graduate. If I do it after I graduate, you will definitely 
see me on the street (2"d interview). 
Conscious Language Choice between LI and L2 
Because these participants can write in both Chinese and English, they often 
have to make a conscious choice as to whether they should use their LI or their L2 
when they compose on their own. These factors include their mood, the respective 
language proficiency, and their typing speed. 
(1) Mood 
For Daniel, the language used depended on whether he would like to express 
his innermost feelings. When he really felt intense about certain things, he would 
write in English because he felt that his English was much better. His choice of 
language also depended on his feelings. He wrote in Chinese when he was happy and 
in English when he was sad. 
You would ask me why, because I think that... I don 't know why, but just 
because I was more familiar with English when I write some bad and 
frustrating things, daily life... maybe I want to share my joy fulness with other 
people and I'll write in Chinese (2"" interview). 
65 
Likewise, Cintia's language choice was often determined by her moods and feelings: 
When I am unhappy or demure, I would write in Chinese. Even in Chinese, 
there would be two levels, when I feel excited, I would write in colloquial 
Chinese; when I feel depressed, I would use formal Chinese. If I feel very 
happy, the type that does not have any excitement in it, I would write in 
English (1幻 interview). 
Just want to express all the things in English. Maybe it 's because I attended 
the English Table tonight (I"' interview). 
According to Charlene, the language style was different in a diary and in a 
blog, there were some differences between a diary and a blog. With her blog, it was 
more literary, more artistic. The diary would be more ordinary in terms of the 
language choice, when her feelings were more intense (e.g., sadness, things that are 
more related to herself), she would write in Chinese because it was 'easier to express 
feelings' in this way. This was especially so when she wrote about her sadness. And 
for something that was more casual, she would use English to record the event. For 
happiness, it did not really matter which language she used: 
If the things are not clearly spelt out; I would want to write in English.... It 
depends what I want to express... if the language is more appropriate, I'll use 
it. For example, like personal diary, it，s not for sharing. I would use Chinese 
to say a lot of real thoughts, a bit disorganized. But for English, I would refine 
it, rephrase the words. If it 's something arty, then I'll write in English ( f 
interview). 
(2) Proficiency 
Of course, language proficiency also came into play in the decision. Daniel 
felt that his English was much better and his Chinese was not as good With Chinese, 
he would just write daily trivial and some simple feelings because using Chinese 
sometimes hindered his expression. Cintia and Charlene also felt that they are more 
proficient in LI which may manipulate their language choice. 
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(3) Typing Speed 
Typing speed in a particular language could also determine language choice. 
When Melina first wrote her diary, she wrote in Chinese. However, as time went by, 
she said she 'became lazier and lazier', so it was more convenient to type in English 
than in Chinese. She also confessed that with Chinese, there seems to be a dilemma 
in whether she should write in Cantonese or in Chinese. She felt that it is rather weird 
to write in formal Chinese. Because of this seeming conflict, she turned to English 
'When I go with English, there's no such trouble.' 
(4) Events 
The types of life events also determined language use for writing. When 
Cintia was asked why she wrote in English at a particular time, she said that was 
because of particular events. For example, after attending the English Table which is 
an event for students to speak with native speakers, Cintia would write her diary in 
English. 
4.3.2 Environmental Level 
Autonomy 
When the students write outside class, they do not have a teacher assigning a 
specific genre, a definite topic for them to write. In this sphere, they have 
opportunities to exert control over personal and environmental influences. They can 
choose their own writing topics and develop personal opinions which are greatly 
motivating. This was the case for Cintia, true for both her online diary and her private 
diary. 
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Maybe because it 's more related to the topics. I was more interested. With 
such interests, I would write better...(l'" interview). 
Melina also enjoyed writing outside school because she could decide on what to write. 
(Which one do you enjoy more? The writing at school or the writing outside 
school?) Um....Of course I... writing outside school. Because the topic... they 
don 't give you the topic, you choose it yourself ( f interview). 
Integrative Motivation 
Integrative motivation, reflects the 'individual's willingness and interest in 
social interaction with members of other group' (Gardner & Maclntyre, 1993a, p. 
159). It was this type of motivation, with the influence of foreign cultures that got 
Melina writing. She fell in love with a European band in F.3 and since then, she 
always browsed the websites about them which are usually in English and she also 
started reading online fiction about the band. In this way, not only was she reading in 
English, she also started to write her own online fiction by imitating other writing 
styles. 
I think they... those experience helped a lot because I began to feel that I want 
to write them because I think that the writing was cool.... The writer was cool. 
So, I want to be a writer like them. So, basically, I just write, imitate them 
interview). 
Because of this band, she also got to know a lot of friends worldwide, and she began 
using English to write letters or e-mails to them. At most, she had about twenty pen 
pals. 
I couldn 't like reply every one. It doesn 't really do much with my relationship 
with them, but it helps my English. I remember when I first started, my 
grammar wasn 't so good (T' interview). 
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At first, the band was the core of Melina's writing. Later, her affection for this 
band was gradually dying down, but her love for writing stayed with her. When she 
was in F.5, she was no longer in love with the band. After sitting for the HKCEE, she 
started to write stories of her own instead of fan fiction. So, her website about the 
band turned into a writing blog. 
Later, I didn 't really like the band anymore, so I forgot all about the band, but 
all the things brought with me is still with me. What I mean are the pen pals, 
the habit of writing ( f interview). 
Audience 
Readers' response or their reaction was very important in the language choice 
of participants' writing. Daniel felt that writing in his native language would hinder 
his expression because of his lack of proficiency. However, when he wanted to 
communicate with his friends, he wrote in Chinese. This was the case Daniel after 
went to an American university for two weeks. Having experienced cultural shock 
because he was exposed to a very different environment in America, he actually wrote 
more in Chinese in his diary after he came back, wanting to reconnect with his friends. 
It was kind of like you have not seen your friends for two weeks and it was my 
first time to travel for such a long time. And then, maybe I want to re-
establish some kind of connection with my friends. I used Chinese 
interview). 
For Cintia, as a bilingual writer who is proficient in both Chinese and English, 
she chose to write in English all the time when she entered university because she 
could read or write English more quickly, a language she was more accustomed to. 
Nonetheless, because her secondary school classmates, the prime readers of her blog, 
did not like reading her online diary in English, wanting 'people to read' her writing 
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desperately, she stopped composing in English. Since Cintia was 'told off by her 
classmates, she rarely wrote in English for her online diary. 
If it was for my secondary classmates, I would write in Chinese because they 
have complained about me... If I write in English, they said there 're a lot of 
words they don 't understand.... Actually, when I enter university, I wrote in 
English all the time. But, after they complained about me, I didn 't dare (1^' 
interview). 
The presence of readers was important for Cintia. When there were many 
people writing their comments for her diary entry, she wanted to write. However, at a 
period of time when she was in F.6, her readers stopped commenting. Cintia thought 
there were no readers, so she stopped writing. However, after she found out that her 
friends read it without commenting, she resumed her online writing. 
For Charlene, sometimes having an audience can have a negative effect. In 
the second interview, she said she switched from writing online diary to just her 
private diary because there was tension within her. On the one hand, she wanted her 
writing to be seen by others; on the other hand she was not satisfied with the 
comments given by her friends. She felt that it was not real communication. 
People can give you comments. But, once time has passed, it 's not... it 's not 
any real communication actually. You may say something, but others ’ 
comments are usually very short. Maybe even some comforting words would 
be limited to words only. I feel that it 's not... I already feel tired of it 
interview). 
Maybe when I say something unhappy, they would really comfort you. But 
because this is so convenient, it makes me feel that it's like... even after saying 




Instrumentally motivated learners are more likely to see language learning as 
enabling them to do other useful things, such as having beneficial career prospects. 
This was a motivator for Daniel as he wrote some short stories in English as a model 
for his F.2 and F.3 students. Although he enjoyed writing short stories and found it 
very interesting, he could not see himself writing them once he stopped teaching. 
Instrumental motivation is not prevalent in writing motivation outside the 
classroom. This might be because the main purposes for such kind of writing is not to 
gain benefits in career or academic prospects. For example, Cintia, who had not yet 
thought much about her future career, writing well was not about getting a good job or 
moving onto a dream career, but to express herself. 
Please note that although the results obtained from the Effort and Motivation 
Questionnaire in Writing suggested that the participants were instrumentally 
motivated, there should be no confusions. The participants might have used academic 
writing as a reference when filling in the questionnaire. And the instrumental 
motivation discussed here is more related to the writing outside class. The table 




Factors Affecting Individuals，L2 Writing Motivation Outside the Classroom 
Daniel Cintia Melina Charlene 
Personal Level 
Intrinsic Motivation V V V V 
Personality V V V V 
Goals in Writing V V 
Writer's Identity 
Conscious Language Choice between LI and L2 V V V V 
Mood V V V 
Typing Speed V V V 
Language Proficiency V 
Events V V 
Environmental Level 
Writing Topics V V 
Integrative Motivation V 
Audience V V V V 
Instrumental Motivation V 
4.4 Second Language Writing Motivation Inside the Classroom 
The factors influencing writing motivation inside the classroom can be divided 
into three factors fundamentally, namely (1) Teachers' Influence, (2) Enjoyment and 
Substance in the Writing Class, and (3) Autonomy of Writing Task. 
Teachers' Influence 
All four participants emphasised the influence of good teachers in their 
learning, especially in secondary education. For Daniel, there was a particular teacher 
who was vital in arousing his interests in writing and in learning English. He 
commented that the atmosphere in his writing class was really good. 
Most importantly, it should be my teacher because most of my teachers are 
really very good... and they teach me English and arouse my interest (1"' 
interview). 
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This teacher who taught Daniel in F.l, F.6 and F.7 made a great impression on 
him. He described her as a teacher who would attend to everyone's needs, especially 
those who had room for improvement. She would ask students to see her after lessons. 
Not only was she a hardworking teacher, she would also give encouragement to them. 
She is the first one who said that I have creativity. And afterwards when I 
have her lesson, I would really express myself (in writing) without any 
hesitation (！‘" interview). 
A teacher in Melina's secondary education was an important factor in raising 
her confidence. The English teacher she had in F.4 made a strong impression on her 
because the teacher would always help her when she asked for assistance. 
There was something like a pronunciation course, or a phonetics course. She 
encouraged me to join the course. I attended the course. I think it doesn 't 
help with my writing skills. But, it raised my confidence in language (1'�' 
interview). 
For Charlene, even her Chinese teacher influenced her in L2 writing because 
her love for Chinese was transformed into a love for English. 
I would say that I love Chinese writing first and then again it 's my secondary 
school teacher. There ’s this teacher whom I was acquainted with and she 
taught Chinese. She would encourage me." maybe to enter writing 
competitions... Entering competitions, writing with a purpose, would be 
influential. With a practical aim, I was encouraged. But, I think it was the 
teacher who influenced me. It was the teacher who made me love writing even 
more ( f interview). 
Having said all these, it does not mean that there were no bad teachers in these 
students' learning lives; they are very sensitive to the quality of teaching. In fact, 
Cintia felt quite disappointed and dissatisfied with teachers; she thought that 'they 
were really sloppy' because the concepts they discussed around the topics were 
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obvious. Some teachers just gave students a topic and ask them to write without 
going through the ideas. 
Ah (sigh), I think they were really sloppy. Um" maybe they seem to have 
talked about the topic, but what they said are really obvious (1"' interview) 
And when she was talking about her English teacher in F.4 and F.5, she said: 
Then, the teacher in F. 4 and F. 5 didn 't really care about us. She would let us 
do our homework and then check the answers in the lessons. My classmates 
didn 't really like it, but I quite like it. After I did my work and if I don 't know 
something, I would ask the teacher myself (l "' interview). 
Obviously, Cintia is a very motivated student and would learn autonomously. But, 
with other students who are not so motivated, they would definitely suffer if their 
teachers did not pay attention to their needs. Again, for Daniel, although he 
encountered a good teacher in F.l, he considered the English lesson from F.2 to F.5 
very boring. 
F.4 and F.5 was really awful, really awful. The teacher, I should say, because 
I didn，t really learn anything in my cert level class. I just learnt by myself. I 
could have done better (l "' interview). 
It was good to know that although the teachers in F.2 to F.5 did not have much 
to contribute to the interests in English lessons, Daniel still had a lot of interest in 
English because of his teacher in F.l. 
Enjoyment and Learning in the Classroom 
Being able to enjoy a writing class and learn concrete knowledge at the same 
time is the key to writing motivation. Students in Daniel's class felt there was 
something new to learn every week. His teacher would make use of the writing 
composed by these students as examples of how to refine writing style. In this way, 
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students had a lot of discussions about writing. They seemed to enjoy her class very 
much, so, they were in focus and paid attention to the teacher. 
I think she (a secondary school teacher) is really remarkable in my learning of 
English... Well, in Form one, she adopted a really amusing and interesting 
teaching method.... And it aroused my interest in learning ( f interview). 
Interesting lessons also aroused Charlene's learning interest. She particularly 
remembered a New Zealander whose lessons she found appealing and encouraging. 
She said she started and kept on reading English books because this and she felt this 
particular teacher helped her a lot in her writing. 
She actually told us more about writing. She would tell us what an 
introduction is, how paragraphs can be divided into different points, what we 
should write in the conclusion..... This sort of structure helped me with my 
organisation in writing (1"' interview). 
In terms of writing instruction, Melina commented that the most helpful thing 
was that the teacher taught the class the importance of vocabulary which was vital in 
an examination. When the teacher distributed the compositions, she spent a lot of time 
in talking about the common mistakes which Melina found extremely helpful. 
For Cintia, although she thought that a lot of her teachers were 'sloppy', what 
they did with the marked compositions was helpful. 
And when we have finished our compositions, she would tell us some of the 
bad examples written by students. Just to discuss. I think it 's good. She did not 




For writing tasks, all the participants enjoyed the freedom of choice; when 
there was a lack of it, they were less happy. This was the case for the compositions in 
A-levels, many of the participants shared bitterness in the drilling of writing. For 
example, with Cintia, she enjoyed writing in the lower forms and even when the 
syllabus in F.4 is exam-oriented, she still felt she could ‘do what she want(ed) in some 
compositions. However, when it came to A-level, she had mixed feelings. She was 
annoyed by the type of genre she was required to write because all of the 
compositions were argumentative in nature. When she was asked about the 
atmosphere in writing lessons, she described it as an enforcement. 
Upper secondary? In F.4 and F.5? That means HKCEE You can do what 
you want in some compositions, but there ’re some argumentative ones. It ’s ok 
if I have a choice. But in F. 6 and F. 7, it ’s really annoying because all of them 
are argumentative (essays). It 's boring ( f interview). 
This feeling of resentment in the limited choice of genres made a strong impression 
on the researcher because Cintia, being amiable and agreeable, expressed deep 
frustration on this matter. This feeling of irritation and annoyance was also shared by 
Melina and Charlene. Melina did not enjoy school writing at all during that time 
since there was a limited choice in what one could write. 
In F.6, the Use of English is so horrible because in F.5 there was ah... you 
can still choose to write stories. In F.6, the only thing you can write is 
argumentative essay, persuasive essay, something like that. It was the worst 
thing ever because I don 't like arguing that much. I don 't like arguing, 
something like giving reasons to support my ideas. It wasn ’t really great (1切 
interview). 
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Charlene found it more of a 'drilling' when students had to write letters, stories from 
pictures, or essays to discuss social issues in composition class in order to prepare for 
the HKCEE. So, she felt that her writings were restricted in these areas. During this 
time, composing, to Charlene, was just another piece of homework. Writing lessons 
were similar to other lessons and the atmosphere in class was as usual. 
Actually, I enjoy writing. But, most of the compositions were written for 
exams and they were boring, so I didn ’t really like it (1"' interview). 
So, when students were given more choices in terms of genres and that their 
ideas are valued and are not solely for exam purposes, they flourished. Cintia took 
pleasure in writing essays in university because she felt that she could express her 
ideas in the assignment. Nevertheless, she was not so confident during year one at 
university because she felt there was no clear direction as to how the assignments 
should be written. 
I don ’t know which parts you should write more, which parts are understood 
by everyone ( f interview). 
Charlene felt that she had more freedom in terms of writing assignments. She 
found the course which was designed to help students speak more and 丨earn how to 
write in her department particularly useful. Students could write an essay about any 
topic for some of the assignments and her love for poems was sprouted in this course. 
I thought that in these three assignments, they only give you a general 
direction. But other stuff, such as contents, you ’II have to think about it 
yourself. I'm so happy and I put quite a bit of effort to write them. The one I 
worked hardest was for the poem. I don't know why. I think when I entered 
university, I felt very interested in English poems (1"' interview). 
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Charlene enjoyed writing poems because she felt that as if she has entered a 
whole new world. The expressions in the poems are special for her, especially the 
modern poems. In addition, as there are so many books in the university library, 
critiquing and discussing the different aspects in poems. 
I feel that the visions are very special, especially those that are modern. And 
because there are so many books in the university library, I feel that... how 
should I put it.... I feel that there are a lot of areas included in these poems. 
So, I fell in love with them. And the assignment on poems is the best I have 
done among the three. I got an A for that ( � interview). 
4.5 Confidence about Writing 
One of the aspects that struck the researcher was that the participants' 
confidence in writing and how they viewed themselves was very much influenced by 
external factors of different kinds. These factors may include comments from 
teachers or peers alike, their marks or grades on compositions, and the topics they had 
to write about. And one can see that learners' confidence level fluctuated along the 
timeline. 
For Daniel, although his writing skills were improving, his confidence in 
writing was going downhill as he broadened his horizon. In the first interview, he 
seemed to be quite confident in his writing and gave himself 4 out of 5 when he was 
asked to gave a score to show his confidence. Daniel was very much influenced by 
the positive feedback from teachers and peers at the beginning of his learning life. He 
encountered some really good teachers in secondary school and he had a lot of 
confidence then because he was one of the better writers in class. He was also praised 
by the teacher as being creative. However, in university, his confidence was not as 
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great because he was uncertain about his ideas in the essay. So, the type of topics he 
had to write and the fact that he had to be evaluated affected how confident he felt. 
I'm afraid of writing essays when I know that they will be evaluated. 
Sometimes I know that my writing will get an A or a B+. Then, I will not be 
afraid of being evaluated. But, if I think I really have no confidence in my 
idea or my thesis statement, I really hesitate. After all, they are counted in 
GPA interview). 
What I mean is I know how to write an article to express my ideas about social 
issues. If it 's total brand new to me, for example like writing a poem, I hate 
poems and I don，t understand poems, then I will hesitate (1^' interview). 
But he felt less confident when he widened his horizon. After he had an 
abroad experience in the U.S.A., he started to see things differently. He was 
impressed by the English native speakers who could speak fluent Mandarin, so he 
reflected on his own L2 ability. He moved onto a different stage, a phase in which he 
was eager to improve, a phase in which he was not so much affected by others' 
comments. 
While others ‘ say that my writing is good, it 's awesome. No!Well, I should 
say because most of my course teachers are native speakers. And then they 
may think that as long as you can write fluent English, then it will be ok. And 
it will be perfect for a Chinese. So, they may not expect you to be as good as a 
native speaker. But, you can see the problem somehow, when you leave your 
writing aside and read it back (2"“ interview). 
Although his confidence seemed to be shattered, he was willing to take action to 
brush up his writing skills. It was as if he could see himself with a more objective 
light. So, his relatively low confidence in writing did not have a negative effect on 
him. 
While in the past, I could come up with a new idea and write it immediately. 
Well, that stage is a kind of honeymoon stage, I think. So, when you are 
exposed to a wider horizon, see more people, write more, keep on writing, 
then you 'II find that there are certain xxxx interview). 
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Cintia's confidence in writing was very much affected by others' comments; 
how she viewed her writing depended on the feedback she was given. In lower 
secondary, she felt confident about her writing because she would usually be quite 
outstanding in terms of marks. Teachers' comments would be influential. 
(You think you were good in F.4 and F.5. Why was that?) That was what the 
teacher told me. Maybe that ’s because I don ’t have much confidence in myself. 
I always feel that maybe others won ’t understand what I mean. There are 
times when only one teacher marked the whole form and most of the time I 
would be quite outstanding. For example, if I got 38 and the second best was 
32. Only then would I have more confidence. ... If I got 38 and the second 
best was 32.... (1'�' interview) 
However, as she progressed to A-levels, she felt that her writing was not as 
good. When she was asked to give a reason, she also talked about grades and how 
others' comments affected her in length. 
I'll look at the marks.... And one of my classmates said, 'Cintia, your 
compositions are usually quite outstanding. Teacher would always talk about 
you. How come it 's not like that now? ’ (l" interview) 
In university, Cintia did not feel very confident with her writing in her first year, 
especially with the general organisation. 
Even when I have ideas, maybe you think they are pretty obvious ones, but 
you 'II still have to explain them. If you explain the smaller parts, then you 'II 
have to consider the organisation of the whole passage. It seemed very 
disorganised. I felt that it was easy to be confused ( f interview). 
For Melina, grades affected her confidence in composing. She did not have 
great confidence in her own writing because of the grades she got in primary and 
secondary school. Results were important to her because she considered them as 
80 
reflections as to how concerned she was with her study. According to her, they were 
vital with other practical aspects, such as applying for a postgraduate degree. 
I think they 're important because you need grades to do a lot of things.... like 
your parents might worry about it because grade is the only thing that can 
show how you are concerned with your study..... In order to further your study, 
like getting a postgraduate degree, ah... maybe you need to have good grades 
to study further. So, it was kind of important in every way (T' interview). 
In terms of writing, sometimes Melina found it difficult to find suitable vocabulary. 
Her confidence also depended upon the kind of writing she had to compose. She 
seemed to feel more nervous about writing essays or pieces that would reflect her 
opinions on current or political issues. She did not feel anxious about fictional or 
personal writing, but she would sometimes worry about what people think about her 
stories. The participants' confidence was also affected by other aspects such as the 
abilities to express ideas in an organised fashion. 
But when I think about it once again, they don ’t really have to read my writing. 
I didn 't ask them to ( f interview). 
What others say about Melina's writing had an effect on how her felt about them. 
Sometimes I feel I，m good, sometimes I feel not good. You know when I have 
a personal website that I put my writing, sometimes people tell me that 'Oh, I 
like your stones. ’ So, I think I'm good at it. But, sometimes when I get bad 
grades at academics, then I feel not good (1"' interview). 
As for Charlene, she felt that she was improving in English all along, especially with 
vocabulary and her structures in writing. In university, the topics influenced how 
confident Charlene was with her writing. 
I think that writing essays, which are on the older period, for example, 
Everyman and xxxx Progress etc. are related to Christianity, to religion. I am 
not very good at them because I'd say that I don 't have a religion and that I 
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am not that interested in this topic. That 's why I am not that confident. That ’s 
why I am not very good writing those. My writing would be worse (1"' 
interview). 
She considered herself confident in writing drama and poems. She had self-
assurance in this type of structure. But, for fiction, she thought she was weak at 
developing the storyline. Audience might not affect her much with her diary. She 
commented: 
Audience doesn，t affect me much because I just want to record some instances 
of the day/morning and express my thoughts (T' interview). 
Nevertheless, she would be encouraged if the audience gave her positive 
comments on the writing. This happened when Charlene wrote a poem for her 
friend's birthday. Charlene was very pleased with the poem as she mentioned it both 
in the writing journal as well as in the interview. 
4.6 Micro-motivation in the Writing Task 
In this section, how psychological factors mediate during a writing task will 
be discussed. From the participants' retrospective accounts, there were dynamics and 
fluctuations in their writing motivation during their learning path. This was the same 
when it was narrowed down to a specific writing task in which there were ups and 
downs in their writing motivation and confidence. This can be seen from the scores 
the participants gave themselves. It should be noted that the scores are not of absolute 
value; they only serve as a relative degree of intensity according to individual 
participant. 
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The level of their L2 writing motivation was affected by the controlled 
environment, the topic they chose, the word or page limits they felt that they had to 
write, and their confidence in language mechanism. In the following, descriptions of 
the participants' writing motivation, confidence and level of comfort in a writing task 
will be delineated. 
4.6.1 Factors Affecting Writing Motivation 
Figure 4.1 shows the scores of writing motivation given by the participants. 
Their writing scores were mostly at the higher end at the beginning; some of them 
went down and some were maintained towards the end. 
Figure 4.1 
Self-rated Writing Motivation During the Task 
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•Each score given by the participant was out of 5. 
** 5 = Highly confident in writing; 1 = Not at all confident in writing 
There were different factors affecting the participants' writing motivation, one 
of which was how prepared the participant was. Because this study was a one-off 
writing assignment where participants were only given general guidelines, they might 
have felt unprepared psychologically. For Daniel, he felt uneasy about having to, all 
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of a sudden, think of a topic to write and start writing. This was especially so in a 
controlled setting. 
I cannot say that I'm really that interested in the topic, but so far I would 
come up with that topic immediately. (How about the number 3.5?) It is just 
somewhat like in the middle, right? First, be frank, it is a research, I know 
(writing task). 
Though he did not start off with a positive note, Daniel did feel pleased that at 
least, he was allowed to choose his own topic and his motivation was going up 
throughout the writing process. At the end of the writing, the 'stress' seemed to be 
alleviated. Daniel gave 4 out of 5 for his motivation to write even when the task was 
finished. He valued the writing as his creation and he wanted to work more on it, to 
continue with the piece. 
Yes, I want to..... I do want to write. Well, actually, I stopped here. I would 
continue to write this passage in my journal because I simply haven ’t finished 
my writing (writing task). 
Another reason for the increase of writing motivation was the desire to perfect 
his writing style. Daniel was not satisfied with the writing and he wanted to improve 
the style and the unnatural beginning of the story. 
I think the motivation for the improvement makes me want to continue and I 
want to make myself much cleaner in expressing. So, I think the score should 
be going up instead of going down (writing task). 
In the middle of his composition, Daniel started the passage again with a red 
pen. Referring to this, he said that he wanted to refine his writing. 
Well, at the first time, I just wrote whatever I came up with. In the second time, 
I focused on... on my topic and then try to come up with some good sentences 
or use some more appropriate words to express myself. And on the other hand, 
I would delete something. Then, I think it 's not useful at all (writing task). 
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Despite his effort in trying to enhance his writing, he was not satisfied with the 
second draft and so he did not have such great writing motivation as for the first one. 
When he mentioned that he wanted to continue to improve the piece, he was actually 
referring to the first draft. 
When participants had developed a desire to write, when they really had 
something they would like to express, their writing motivation was higher. This was 
the case for Cintia who had wanted to write about the lifestyle of Hong Kong people 
in her journal earlier on, but did not do so. Therefore she was highly motivated to 
compose and gave herself 4 for writing motivation just before she started writing. 
She had a goal: to organise her thought in this piece of writing. Once she started 
writing, the number went up to 5 which stayed till the end. This was the same for 
Melina who wanted to write about the notion of love before the writing task. She 
gave herself 4 because she had came up with some ideas. The level of motivation did 
not fluctuate for Melina and she said she still wanted to write at the end of the task. 
The media of writing actually affected Charlene's writing motivation. She 
gave herself 3.5 out of 5 for writing motivation at the beginning because she was not 
used to writing with a pen. Normally, if she had time, she would write in front of the 
computer while she recollected. Additionally, although she had a lot of ideas and she 
wanted to write down the things she saw and heard, she did not know how to put them 
down in writing. Her writing motivation did not fluctuate during the composing 
processes. It just dropped as Charlene finished her writing. Table 4.5 gives a 
summary of the factors that influence participants' writing motivation during the task. 
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Table 4.5 
Factors Affecting Participants' Writing Motivation in the Writing Process 
Effects on Personal Level Environmental Level 
Participants 
Positive (+) Intrinsic motivation (The desire to Task Autonomy 
express their views) (Being able to choose his/her 
Goals (Desire to improve one's own topics) 
writing) 
Negative Feeling unprepared for the task Writing in a controlled setting 
(-) Lack of an organisation of ideas Writing media (Not used to the 
writing media - the use of a pen 
versus a computer) 
4.6.2 Factors Affecting Confidence 
Grammatical aspects as well as ideas in the content can affect a writer's 
confidence. Figure 4.2 shows the marks indicating the students' confidence in writing. 
Most of their confidence either maintained or increased while-writing except Daniel. 
He gave himself 3.5 out of 5 for his confidence at the beginning because he felt his 
spelling was bad. However, he only gave himself 2, an even lower score, at the end 
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Again, the ideas and their organisation were concerns for Cintia which 
affected her confidence. She wanted to make her writing different from what she had 
written before and put some new elements in it, but she could not think of any ideas. 
She gave herself 3 for confidence before the task because she was confused about the 
content. After writing a plan, she felt more certain and the number went up to 4 
which stayed till the end. As she finished the piece, she felt a lot better because she 
completed the piece and therefore gave herself 5. It was also because she achieved 
her goal for making it different from what she had written before. 
I think when I started writing... umm... after thinking of the title... Then the 
number changed to...to...4. It stayed till the end. After I have finished it, it 
becomes 5 (writing task). 
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This was the same for Charlene who seemed to be confident at the beginning 
of the task because she had a lot of ideas. She commented, 'Because I think I have 
quite a lot of points. Maybe in terms of the content, it's ok.，She gave herself a score 
of 4. In the middle of the writing, however, her confidence was dropped to 3.5 
because of the disorganised structure of the writing. 
(At which point was there a change?) I think it was when I was discussing 
about the birds. And then I talked about the changes in both man and the birds. 
I think there was a change at that point in content.... From then on, it would be 
3.5 (Writing task). 
Writers' spelling and the range of vocabulary can affect their confidence. 
Melina gave herself 3 for pre- and post-task because she did not feel confident 
without a dictionary. She said that if she were confident, she would write very 
quickly. However, she used more time to think about what she wanted to write. 
I am not very confident as compared with others... when I was writing myself. 
It's Ok. But, I sometimes I rely on dictionary. And from the start, in this room, 
there 's no dictionary. So, it (the score) doesn 't really change (writing task). 
Table 4.6 shows the factors affecting participants' confidence in the writing process. 
Table 4.6 
Factors Affecting Participants' Confidence in the Writing Process 
Effects on the Personal Level Environmental Level 
Participants 
Positive (+) Having a concrete plan Writing on one's own 
Achieving set goals 
Producing ample ideas 
Negative Lack of ideas Lack of a dictionary 
(-) Lack of organisation 
Grammatical aspects (e.g., spelling) 
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4.6.3 Factors Affecting Level of Comfort 
Figure 4.3 shows that most of the writers grew in their level of comfort which 
increased for most of the participants except Charlene. 
Figure 4.3 
Self-rated Level of Comfort in the Writing Task 
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For Daniel, he felt very uneasy at first because he felt isolated and jailed in the 
linguistic lab. He did not feel very confident either because there was no dictionary. 
He gave himself 3. 
1 really have to rely on my dictionary in order to write a good piece of writing 
because I have to choose a lot of words. You will see many grammatical 
mistakes as well as spelling mistakes in the writing (writing task). 
However, he felt a lot easier after 30 minutes of being there because he was more 
used to the environment and he focused more on his writing. 
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For Cintia, before the writing task, she gave herself 3 for the level of comfort. She 
felt that she did not have a focus in her writing. She had too many things in her mind 
which she wanted to write about and they were all in small pieces. 
I'm...! think my mind is in a...is somehow confused. Confused now and I need 
time to plan what to put in my writing... (How confident you are about this 
writing?) I think it 's the same... Urn, confidence related to my comfortability 
(writing task). 
Melina did not feel very comfortable in this setting which can be shown in the number 
she gave herself 2 to 3. She explained that it was because someone was watching and 
she felt uneasy about it. Nevertheless, the level of comfort increased at the end of the 
task. She seemed to have forgotten about the existence of the researcher and the 
camera; she was clearly more comfortable than when she first started. 
I think it is very... very like hard to start. I don，/... I didn 't know what to put 
when I started... I didn 't know what to put in the writing. But, near the very 
end, /... all I thought was how to like finish it. And." how to make it better 
(writing task). 
In terms of the level of comfort, Charlene only gave herself 3 out of five which 
dropped a little in the middle of the task. It was mainly because she was not used to 
the environment. 
I think this is a little bit different from my home or my hall. Or maybe I am not 
really used to this place. Also, there is a dictionary at home. Sometimes, 
when I can ’ t think of any words, I would just flip them over, just causally. I 
would sometimes follow the words (writing task). 
Table 4.7 provides a summary of the four student writers' positive and 
negative level of comfort as they wrote. 
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Table 4.7 
Factors Affecting Participants' Level of Comfort in the Writing Process 
Effects Personal Level Environmental Level 
t 
Positive Being focused in the task ----
(+) 
Negative Grammatical aspects (e.g., Writing in a controlled setting 
(-) spelling) Lack of a dictionary 
Lack of a focus in the writing Having someone watching 
Organisation of the writing 
4.7 Writing Strategies 
Table 4.8 below presents the total number of writing strategies demonstrated 
by each of the participant. The definition of the writing strategies and their examples 
can be found in Table 3.2 in chapter 3 (p. 47). 
This group of participants demonstrated a very similar pattern in using writing 
strategies in personal narrative. As a whole group, it was shown that the most 
frequently used strategies included planning (23.3%) and verbalising (40.1%). The 
other writing strategies were used in a smaller scale, including retrieving (9.3%), 
generating ideas (9.2%), rereading (4.2%), evaluating (6.9%), and others (7%). No 
participants used the strategy of translating (0%). 
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Table 4.8 
The Writing Strategies Displayed bv the Participants in a Personal Narrative Task. 
Category Participants 
Daniel Cintia Melina Charlene Total 
n (%) n (%) n (%) n (%) 
Planning Total 10(21.2) 12(23.6) 7(21.9) 21 (24.8) 50(23.3) 
(1) Global planning 0(0) 0(0) 1(3.1) 0(0) 1(0.5) 
(2) Thematic planning 1(2.1) 3(5.9) 1(3.1) 0(0) 5(2.3) 
(3) Local planning 8(17) 9(17.7) 2(6.3) 19(22.4) 38(17.7) 
(4) Organising (0) 0(0) 2(6.3) 1(1.2) 3(1.4) 
(5) Conclusion planning 1 (2.1) 0(0) 1(11) 1(1.2) 3(1.4) 
Retrieving Total 3(6.4) 4(7.8) 4(12.4) 9(10.6) 20(9.3) 
(3) Plan retrieving 2(4.3) 0(0) 3(9.3) 3(3.5) 8(3.7) 
(4) Information retrieving 1 (2.1) 4(7.8) 1(3.1) 6(7.1) 12(5.6) 
Generating Ideas Total 3(6.4) 10(19.6) 4(12.5) 3(3.5) 20(9.2) 
(3) Naturally generated 0(0) 0(0) 0(0) 0(0) 0(0) 
(4) Description generated 3(6.4) 10(19.6) 4(12.5) 3(3.5) 20(9.2) 
Verbalising Total 18(38.3) 14(27.5) 12(37.5) 42(49.4) 86(40.1) 
(5) Verbalising a proposition 2(4.3) 7(13.7) - 4(12.5) 30(35.3) 43 (20) 
(6) Rhetorical refining 9(19.1) 6(11.8) 4(12.5) 8(9.4) 27(12.6) 
(7) Mechanical refining 6(12.8) 1(2) 4(12.5) 4(4.7) 15(7) 
(8) Sense of readers 1(2.1) 0 (0) 0 (0) 0 (0) 1 (0.5) 
Translating 0(0) 0(0) 0(0) 0(0) 0(0) 
Rereading 0(0) 4(7.8) 1(3.1) 4(4.7) 9(4.2) 
Evaluating Total 7(14.9) 3(5.9) 2(6.3) 3(3.5) 15(6.9) 
(4) L2 proficiency evaluation 0(0) 0(0) 0(0) 0(0) 0(0) 
(5) Local text evaluation 7(14.9) 3(5.9) 0(0) 3(3.5) 13(6) 
(6) General text evaluation 0(0) 0(0) 2(6.3) 0(0) 2(0.9) 
Others Total 6(12.8) 4(7.8) 2(6.3) 3(3.5) 15(7) 
(4) Resting 0(0) 0(0) 0(0) 0(0) 0(0) 
(5) Questioning 0(0) 0(0) 0(0) 0(0) 0(0) 
(6) Impossible to categorize 6(12.8) 4 (7.8) 2 (6.3) 3 (3.5) L U Z l 
47 (100) 51 (100) 32 (100) 85 (100) 215 (100) 
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Figure 4.4 shows the general picture of the writing strategies used. 
Figure 4.4 
The Writing Strategies Employed by the Participants 
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From the above figure, one can see that planning and verbalising are the writing 
strategies most frequently used. In terms of planning, the participants were more 
ready to plan locally (17.7%), meaning they would think of what to write next. For 
verbalising, the participants mainly verbalise a proposition (20%) and refine rhetorical 




Figure 4.5 and 4.6 shows the distribution of the subcategories of planning and 
verbalising strategies shown. 
Figure 4.5 
The Distribution of the Planning Strategies 
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Figure 4.6 
The Distribution of the Verbalising Strategies 
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Although the individual patterns of writing strategy were similar to the general 
picture, each participant had a unique pattern. For example, Daniel used more 
rhetorical refining than all the others (19.1%); in doing so, he gave comments such as 
'I just want to think up another way to write' or 'Because I have already used the 
word 'inner' in the beginning part of my writing, so I don't want to repeat the word.' 
Unlike the others, he rarely verbalise a proposition (4.3%). Although he did not 
reread in general (0%), he evaluated his writing a lot, especially in local text 
evaluation (14.9%). 
For Cintia, she tended to generate a lot of ideas from previous descriptions 
(19.6%) and she did not really refine mechanically (2%). The pattern of Melina's 
writing strategies was similar to the group total. The subcategorisation of the main 
writing strategies seemed to be equally distributed. Unlike the others, she would 
organise her writing (6.3%) and would retrieve information from the plan (9.3%). 
The extent of her mechanical refining was similar to Daniel (12.5%), giving 
comments such as T m not sure how to spell the word' or 'I was thinking of a suitable 
tense for the sentence.' Charline showed the greatest counts of writing strategies (85 
in total). She spent a lot of resources on local planning (22.4%) and verbalised 
propositions (35.3%). Within 45 minutes, the number of counts for writing strategies 
shown by the participants ranged from 32 to 85, with Melina having the lowest and 
Charlene the highest counts. 
Comparing the results across the participants, there were some writing 
strategies that were rarely or never used. For example, global planning (0.5%), 
thematic planning (2.3%), organising (1.4%), conclusion planning (1.4%), plan 
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retrieving (3.7%), information retrieving (5.6%), generating ideas naturally (0%), 
verbalising sense of readers (0.5%), translating (0%), rereading (4.2%), L2 
proficiency evaluation (0%), and general text evaluation (0.9%). This finding can be 
explained by the background of the participants who were high at their end of 
language proficiency, they did not need to translate from LI to L2, nor did they have 
to question their L2 language ability, especially for a personal narrative task. 
4.8 Theoretical Discussions 
4.8.1 Writing Motivation: 
Its Relation to the Current Motivational Theories 
Referring to the literature review, as one can see, there is not one overall L2 
motivational theory, but there are various theories using different approaches to 
understand learning motivation. This adds richness to the whole picture. The same is 
true for the motivation of writing because there are intricate factors manipulating a 
person's writing behaviour. Although writing motivation outside the classroom can 
be under the taxonomy of L2 motivation, it is somehow different and unique in its 
own right. There are bound to be specific qualities in L2 writing motivation that are 
not found in other areas because of the unique nature of composing, such as its 
durability, the type of audience, the language requirements, and the format or style 
needed in different genres. 
The implication from the results obtained is that there is no one motivational theory 
that can explain the writing behaviours of L2 students. These are intrinsic motivation, 
personality, conscious language choice, audience, and integrative motivation for out-
of-class writing. Each individual is more affected by one (or more) different factors. 
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In the following, I w川 relate the findings in this study, both inside and outside 
the classroom, to the current motivational theories, discussing the patterns emerged. 
There are factors that affect the participants more than others. The more interesting 
and important findings, including intrinsic motivation, conscious language choice, the 
effect of audience, and integrative motivation will be discussed. I would again 
interpret the theories in two levels: the Personal Level and the Environmental Level. 
The Personal Level 
• Intrinsic writing motivation 
The participants' account revealed that intrinsic writing motivation is 
particularly relevant and influential for our participants. They reported to have 
an innate desire in writing on their own accord, outside the classroom which 
can be proved not only by self-report, but from the effort they made. These 
participants had a personal choice and they chose to do so by free will. It is 
self-determined; they would make time to write even in the midst of other 
engagements. The participants seemed to be more affected by intrinsic than 
extrinsic motivation. Their intrinsic motivation to write would be especially 
relevant to IM-Stimulation, one of the constructs in a three-part taxonomy 
proposed by Vallerand and his colleagues (Vallerand, 1997; Vallerand, Blais, 
Briere, & Pel丨etier, 1989; Vallerand, Pelletier, Blais, Briere, Senecal, & 
Vallieres, 1992, 1993). It is a motivation based on the sensations stimulated 
by performing the task, such as aesthetic admiration shown by the participants. 
However, it should be noted that although such type of motivation was evident 
in all the participants writing outside the classroom, it was not shared by 
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everyone with academic writing whereby the nature, and the purposes were 
slightly different. 
Under the same taxonomy by Vallerand and his colleagues, participants' 
writing goals would be categorised as an intrinsic motivation, IM-
accomplishment. There seems to be both mastery and performance goals 
because some of the participants were geared towards improving their level of 
competence as well as seeing whether they were doing better than others 
(native English speakers). 
• Conscious Choice Between LI and L2 
This is a surprising finding obtained from our participants in which four 
factors were found to influence the choice participants made when they wrote 
on their own. They included their mood, their proficiency in the two 
languages, the typing speed for the respective languages, and the type of 
events they wrote about. This implies that there are special factors influencing 
writing motivation, especially so for second language writers. In personal 
terms, in choosing a specific language over another, it may depend on the 
extent o f ownership' they have with a particular language. To express 
themselves, they tended to choose a language that they are most comfortable 
with, that is the language they are familiar with and have a high proficiency in. 
Also, sometimes, when writers write about things that are less desirable or 
enviable, e.g., sadness, they may want to use a language that they may not 
have so much ownership (e.g., L2) to create a psychological distance. 
Therefore, there seem to be an interaction between mood and language 
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proficiency. It also seems that the participants had assigned specific 
characteristics to the two languages, and therefore would choose a particular 
language that would suit their mood. This is evidenced in Charlene's view 
towards the two languages; English is more artistic and literary, whereby 
Chinese has a sense of directness in expression. 
The types of events the participants were writing about had an effect on 
language choice because different languages have diverse influences on the 
content and topic knowledge. A study by Friedlander (1990) has found that 
ESL writers were able to write texts with better content when they used the 
language of the topic knowledge to plan their responses. They would be able 
to plan more effectively and write better texts when they planned in Chinese 
for the Chinese topic, Qingming (a Chinese festival), and in English for the 
English topic. It was said that language served to assist information retrieval. 
This was the same for Cintia who wrote about an English event 'English 
Table’ in L2. 
The Environmental Level 
• Integrative and Instrumental Motivation 
There was criticism since the integrative motivation may not be applied to an 
EFL environment whereby the people in context do not have a need to be 
integrated into the community of the target language (Domyei, 1990; Pierson 
et al., 1980)，but it is perhaps slightly different for writing motivation. 
Although this study took place in an EFL context, integrative motivation did 
affect a participant's writing motivation via the Internet. The accounts from 
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Melina revealed that the desire for cultural or linguistic integration enhances 
second language learning and writing motivation. This was made a lot easier 
through the use of the Internet, This was also made possible by positive 
attitudes towards the speakers of the target language, a psychological and 
emotional identification described by Gardner (2001). 
Therefore, although only one of the participants showed an orientation 
towards integrative motivation, its importance cannot be underestimated in a 
world where globalization is prevalent, and where communications are made 
so much easier through the use of the Internet. It is not possible to know how 
prevalent or influential the integrative construct is to L2 student writers in 
general from the findings of this study, but it is certain that it does have an 
effect on L2 丨earners in a time where information technology is blooming in a 
rapid pace. 
Instrumental motivation, another influential factor in the socioeducational 
model (Gardner & Lambert, 1959, 1973), is not prevalent in this group of 
participants, especially for the writing that occurred outside class. This is 
different from the results obtained in general language learning motivation, 
e.g., Pierson et al. (1980). Maybe it is because in the sphere of writing, our 
students have an intrinsic desire to write. However, the participants might 
have more of an instrumental motivation when it comes to academic writing 
because all of them mentioned that the significance of their grades ways in 
which how their teachers or professors view their work. 
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• Effects of A udience 
A strong effect of audience was found in writing outside the classroom. These 
writers know for whom they write and they have a clear sense of readers 
(usually their peers, friends or classmates). These audiences, as we can see, 
can have a positive effect on L2 out-of-class writing. According to Tsui and 
Ng (2000)，peer comments can also have positive effects on academic writing 
in a school setting. Such effects may include enhancing a sense of audience, 
raising learners' awareness of their own strengths and weaknesses, 
encouraging collaborative learning, and fostering the ownership of text. This 
suggests that even for L2 learners who are less mature as writers, peer 
comments can play an important part. 
It is noted that negative factors from peer comments were also found. For 
example, Cintia was very much discouraged from writing in English because 
of her peers who did not want to read in this language. There is also a 
conscious language choice for these bilingual writers as they aimed to create a 
certain effect in the voice to the audience or towards what is being written 
about. In doing so, they will juggle between factor such as how much they 
want to connect with readers. If writers want to express intimacy or 
friendliness (psychological closeness) through the use of language, they may 
use one that is considered as a common ground between themselves and the 
audience. 
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4.8.2 An Important Need for L2 Student Writers 
One of the important needs for L2 writers in the classroom is to build up 
confidence in their writing. As mentioned before, self belief is constructed from the 
experiences and feedback one receives from the environment, meaning that social 
environment influences one's identity and confidence. This can be explained through 
one of the sources of self-efficacy beliefs: verbal persuasions which people receive 
from others. These involve verbal judgments that others provide which can play an 
important part in the development of an individual's self-beliefs (Zeldin & Pajares， 
1997). 'Persuaders' must cultivate people's beliefs in their capabilities and, at the 
same time, ensuring that success is attainable. And, just as positive persuasions may 
work to encourage and empower, negative persuasions can work to weaken self-
beliefs. In fact, it is usually easier to weaken self-efficacy beliefs through negative 
appraisals than to strengthen such beliefs through positive encouragement (Bandura, 
1986). 
It is important to cultivate confidence in writing for the benefits it holds for 
students. A relationship between confidence in one's writing abilities and subsequent 
writing performance has been found (Pajares & Johnson, 1994). This was also found 
by Shell, Murphy, and Bruning (1989)，who also assessed the confidence of 
undergraduates to perform certain writing skills. They reported a significant 
correlation between students' confidence in their writing skills and their holistic score 
on a 20-minute essay. 
Students who are confident in their writing capabilities should experience less 
apprehension when faced with a writing assignment than should students who believe 
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they are poor writers. Bandura (1986) suggested that the confidence individuals bring 
to a task can largely determine the extend of anxiety one holds. For it is only when 
people believe they cannot control events that they have reason to fear them. Gardner 
(1985) suggested that self-confidence arises from positive experiences in the context 
of the second language: 'Self-confidence... develops as a result of positive 
experiences in the context of the second language and serves to motivate individuals 
to learn the second language' (p. 54). Indeed, it should be added that, it is in seeing 
oneself in an objective light, in being confident about one's true abilities, which can 
be helpful for an individual's growth in writing. 
4.8.3 Theories in Writing Processes 
A lot of the descriptions of how ESL writers compose are based on the 
dichotomy between skilled versus unskilled writers, e.g., Raimes, 1985; Sasaki, 2000， 
in which the writing tasks used are persuasive writing, more academic related. As 
described in the literature review, studies have shown that the more skilled writers 
tend to take readers' expectations into account; they consider the purpose and 
audience. At a discourse level, skilled-writers tend to use higher level processing and 
can pay attention to gist, discourse organisation, and the choice of words in an 
integrated way. They attend to both linguistic form as well as the idea presented in 
the text. They also use more rhetorical refining. 
Because a homogenous group was employed in this study, there was no 
comparison between skilled versus unskilled writers. In addition, we have to 
remember that the writing task used is a personal narrative. It is product-oriented 
whereby the participants were expected to finish the piece of writing within a period 
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of 45 minutes and they were not expected to be evaluated. Therefore, the strategies 
used may not be comparable with the results from previous studies. Nevertheless, 
from this study, we can see that participants alternate between productive 
(writing/editing) and reflective (pausing/reading) modes as was found in Pennington 
and Yue (1993). The writing processes of the L2 writers examined involved solving 
linguistic problems, such as showing a concern over the choice of vocabulary, which 
to some extent, is related to rhetorical refinement. They also focused on mechanical 
refinement, i.e., the grammatical aspects. 
Understanding the writing strategies of these participants provide us with a 
picture of how they approach personal narrative tasks. Indeed, providing information 
that the strategies being employed and giving feedback on how students are 
progressing toward acquiring writing strategies are useful (Graham and Harris, 1993). 
This is an important factor in improving efficacy and intrinsic motivation because 
developing writers realise that they are capable of improving their skills (Schunk & 
Swartz, 1993). 
In recent motivational theories, temporal variable is an important issue 
whereby it is realised that learning motivation fluctuates; it is different at various 
points in time. It is the same with writing motivation during a writing task, as can be 
seen from the results obtained where the desire to write and their confidence in 
writing were affected by different personal and environmental factors. 
Bruning and Horn (2000) have emphasised the need of close examination of 
the motivational fluctuations that occur during the writing process as students make 
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decisions in complex writing tasks. There is a need to systematically examine 
motivation related factors during the processes of writing. This study has found that 
motivation and confidence in writing are dynamic during writing processes and they 
are influenced by various internal and external factors, such as a writer's confidence 
about the grammar, organisation, content, and the writing environment. Therefore, it 
cannot go without pointing out that it is important for students to have accurate and 
useful feedback during task engagement (Locke & Latham, 1990). 
4.8.4 The Advantage of Personal Writing to L2 Students 
There are many advantages of personal writing to L2 students suggested by 
the participants. In the interviews, the participants affirmed that out-of-class writing 
helped them to remember life events as well as to express themselves. By selecting 
particular incidents to write about, those memories would become more unforgettable. 
They also maintained that it was important to 'keep writing' because it helps fluency. 
Elbow (1998) has also suggested that ‘it makes a difference in practice' (p. 18). 
The significance of language experience is shown by Chenoweth and Hayes 
(2001) who have found that when writers' experience with a language increases, 
fluency (as measured by words written per minute) increases. They have emphasised 
the need for second language teachers to give students many opportunities to practise 
writing. Indeed, MacGowan-Gilhooly (1991) has stressed the importance of fluency 
for writing improvement. The approach of her study was to develop fluency in 
writing and reading before focusing on grammatical accuracy. With such an approach, 
students were found to have great writing improvement. 
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Summary 
In the first part of the chapter, I have presented and discussed the results of the 
retrospective interviews. For the out-of-class writing motivation, nine themes were 
identified which was then categorized into two major levels: the Personal Level and 
the Environmental Level. The factors in the Personal Level include intrinsic 
motivation, personality, goals in writing, writer's identity, and conscious language 
choice between LI and L2. The influences in the Environmental Level include 
autonomy, audience, integrative motivation, and instrumental motivation. The four 
fundamental factors that affect students' writing motivation inside class are teachers' 
influence, enjoyment and learning in writing class, and task autonomy. 
In the second part, I have delineated the different factors affecting 
participants' motivation, confidence and level of comfort under the writing processes. 
The writing strategies used in a personal narrative task in a controlled setting were 
also described. It was found that the most frequently used writing strategies were 
planning and verbalising. 
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5. CONCLUSION AND IMPLICATION 
Having described and discussed the retrospective accounts of the participants 
and their composing processes, I will turn to conclusion and implication in this 
chapter. It includes a summary of findings to the research questions (Section 5.1 and 
5.2)，and implications (Section 5.3) on the methodology (Section 5.3.1)，and 
pedagogy (Section 5.3.2). The strengths and limitations of this study, as well as 
suggestions for further research will be discussed in the section under methodological 
implication. There will also be some concluding statements at the end. 
5.1 Recapitulations 
In the following, some important points of the results and discussions are 
presented as follows: 
• Backgrounds of the Participants 
According to the results of the three questionnaires: 
The participants were a fairly motivated group of student writers, 
stimulated specially in the instrumental and achievement scale. 
Three of the participants were classified as moderate in their writing 
anxiety, with Charlene catogorised as having low writing apprehension. 
All of them were shown to be confident in composing different writing 
tasks and writing skills. 
• Macro Writing Motivation Outside the Classroom 
All the participants were very much motivated to write outside the 
classrooms in their L2 language. They wrote diaries (both online and 
private ones), poems, short stories, fiction, and letters on a regular basis. 
It was found that they were motivated on a Personal and an Environmental 
Level. 
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On the Personal Level, the participants were influenced by intrinsic 
writing motivation, their personality, their goals in writing, writer's 
identity, and a conscious language choice between LI and L2. 
On the Environmental Level, participants were influenced by integrative 
motivation, instrumental motivation, their audience, and the autonomy of 
the choice of task. 
• Macro Writing Motivation Inside the Classroom 
Their writing motivation was of average in secondary school and was the 
worst when they were studying A-levels. It was better for some at 
university. 
Three main factors influenced their academic writing motivation, 
including (1) teachers' influence, (2) enjoyment and learning in a writing 
class, and (3) task autonomy. 
Teachers are influential in the development of writing motivation. 
The participants seemed to enjoy the writing tasks at school up to F.5. 
Three of them expressed their resentment towards writing A-level 
compositions in which the genres were limited. 
Students are very much influenced by grades and evaluation. 
• Confidence in Writing 
Participants' confidence in writing were influenced by factors such as 
comments from their teachers and peers, their grades on compositions, and 
how confident they felt about the topic they had to write on. 
Their confidence fluctuated with time. Having low writing confidence 
may not necessarily denote a negative attitude towards their writing. 
• Micro Writing Motivation During a Writing Task 
The micro-motivation, confidence, and level of comfort fluctuated during 
a writing task. 
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The psychological affects can be positively and negatively influenced by 
various factors such as the desire to express, one's confidence in the 
mechanical aspects. 
• Writing strategies of participants during a writing task 
The most frequently used writing strategies were planning (32.7%) and 
verbalizing (37.9%). For planning, the participants would usually think of 
what to write next, planning locally (28%). In terms of verbalizing, they 
mainly verbalise a proposition (17.1%) and refine mechanical aspects 
(11.4%). 
5.2 Results and Conclusion 
The research questions and the respective answers are presented in the 
following: 
(1) What are the factors that motivate L2 students to write outside the classroom? 
The factors motivating writing outside the classroom can be divided into two 
levels: the Personal Level and the Environmental Level. In the Personal Level, 
there are factors, such as personality, intrinsic motivation, writer's identity, and 
their language choice influencing the desire to write. In the Environmental Level, 
it includes aspects such as autonomy, audience, integrative motivation, and 
instrumental motivation. 
One of the factors on the Personal Level was having intrinsic writing motivation, 
an inherent desire to write due to the fundamental purposes of writing, namely 
self-expression, communication, and the recording of events. All the participants 
had a desire to write because they wanted to communicate with others, to take 
note of different events, and to express themselves through writing. In addition to 
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intrinsic writing motivation, personality was another key factor for all the 
participants. Describing themselves as sentimental, emotional, and shy, some of 
them felt that writing was a better way to communicate with the others. 
When all the participants wrote outside class, they made a conscious choice 
whether to write in LI or L2 depending on their moods, their typing speed, their 
proficiency in each language, and the type of events they wanted to record. 
Addition to the language choice, having writing goals can also sustain and 
maintain efforts in composing. Moreover, a sense of L2 writer's identity revealed 
in the study would definitely motivate writing outside the classroom. 
On the Environmental Level, one of the more important factors was having task 
autonomy because students can choose the type of topics to write. Other factors 
include integrative motivation, instrumental motivation, and audience' feedback 
of their writing. 
(2) What are the factors that motivate L2 students to write in the classroom? 
Students are required to write certain pieces of writings or academic essays in 
school settings in order to attain a certain level of achievements. So, needless to 
say, one of the basic motivations for them is to 'get things done.' As Melina 
commented that a lot of her secondary classmates would race against time and try 
to finish the composition as soon as possible. Nevertheless, there are still other 
factors which motivated the participants' writing inside the classroom. There 
seem to be three main factors in motivating writing in the classroom, including 
supportive teachers, enjoyment and learning in a writing class, and autonomy in 
110 
the choice of tasks. Enjoying being in a language classroom and being able to 
leam at the same time were important. It was not just what occurred in a writing 
classroom that did the trick, but teachers were able to create a general interest in 
language learning for students who would then be motivated to participate in the 
lessons. Creating interests is a constructive factor in developing a second 
language and a desire in writing. Therefore, the first thing is to create a good 
language environment for students, to arouse interests in both general language 
lessons and writing classes. 
Another motivator is to have supportive and encouraging teachers, people who 
would give both written and verbal encouragements. The participants in this 
study mentioned about the how much they liked a specific teacher. Even with one 
comment, such as 'You are really creative!' or 'Have you ever thought of entering 
this writing competition?' would mean a lot to students. By this, we do not mean 
empty praise, but genuine constructive comments, comments that highlight their 
writing talents, ones that reflect students' real ability. This can be done even for 
less-skilled students because nobody is bom to be a good writer. In a nutshell, 
good teachers can make a great impression on the students and affect them 
positively. 
The last factor is having autonomy in a writing classroom. Its importance is 
revealed in the participants who showed strong negative feelings towards a limited 
choice of genres in A-levels. They did not have a choice in terms of what to write. 
On the contrary, some of them felt different when their voices or ideas were 
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valued in the writing, especially at university, a place where they could 
experiment with different types of genres. 
(3) What are their writing strategies in composing personal narratives in a 
controlled setting? 
The writing task concerned here resembles out-of-class writings because a 
personal narrative task was used, one that was not evaluated. The participants 
were alike in terms of the patterns of writing strategies, suggesting that there is a 
general trend of writing strategies in composing a personal narrative task. This 
helps us to gain an insight into what L2 writers do when they write on their own. 
From the analysed data, we know that in the writing processes of a personal 
narrative, L2 writers tend to think about what to compose next (local planning) 
and when they do know what to write next, they would think of a way to express 
themselves (verbalising propositions). They tend not to write a detailed plan 
(global planning); they also display less rereading or text evaluation. This falls 
under the expectation because a personal narrative task is generally more 
impromptu, something that relates to one's personal experiences. Although this 
type of genre might be less valued in an educational setting, its beauty should not 
be dismissed. We can see that L2 writers do refine rhetorically and mechanically; 
pondering over the grammatical aspects as well as the way to phrase expressions. 
The participants did show individuality, to some extent, in utilising these 
strategies. Please be reminded that the task was product-oriented and therefore, 
this might be slightly different from the authentic out-of-class writing whereby it 
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can be revised more than once. In fact, some of the participants, including Daniel 
and Cintia, said that they reviewed and revised their writing before postings them 
on the Internet. 
(4) What are the factors that can intervene writing motivation, confidence，and 
level of comfort in their writing processes? 
The participants' writing motivation, writing confidence, and level of comfort 
were affected in both positively and negative ways during the same writing task. 
The factors that motivated the participants to write included the desire to express 
views and to improve their writing. Being able to have freedom in choosing 
writing topics also helps. Some demotivating factors include feeling unprepared 
for the task, uncomfortable in a controlled setting, unfamiliar with the writing 
media, and not organising ideas well. 
In terms of confidence, the participants were more assured if they had already had 
a concrete plan of what they would write. Being able to produce ample ideas, to 
achieve goals they have set, and to write on their own helped them to be more 
confident. However, when it came to grammatical issues, some of them felt less 
assured because they did not have a dictionary. In addition, if there was a lack of 
organisation in the ideas, they would again feel less certain. 
The participants felt more comfortable if they were focused on the task, and less 
so when they encountered difficulties in grammatical aspects (such as spelling) 
and the organisation. They were also less at ease because they wrote in a 
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controlled and unfamiliar setting. In addition, being conscious that there was 
someone watching over them added to the discomfort. 
These findings bring us back to a study by Cleary (1991), who studied forty 
student writers with growing dislike in writing and thirty-two of whom could not 
concentrate on writing. Some of the reasons were due to: (1) frustration, (2) 
distressing life situations, (3) threat in the writing environment, and (4) lack of 
intrinsic motivation. Again, her results echo the findings of the current study; the 
importance of creating a safe writing environment and developing intrinsic 
motivation is therefore highlighted. Although there would be many more other 
factors than the ones delineated here, we can get a sense of what it is like for L2 
student writers, gaining an understanding of the issues that may affect them. It is 
beneficial for teachers and students alike to be aware of these influences. 
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5.3 Implications 
5.3.1 Methodological Implications 
Strengths and Limitations 
This study investigates the writing motivation of out-of-class and in-class 
writing. It is unique in that out-of-class learning is a relatively unexplored arena 
(Hyland, 2004) and this is especially so for out-of-class writing. The present study 
has also generated research interests in how the different factors motivated students to 
write in the personal sphere. In trying to investigate how different psychological 
factors mediate in one's writing process as suggested by Sasaki (2000) and Bruning 
and Horn (2000), this study serves to contribute a new methodology in examining 
writers' affective factors, including motivation and confidence, during writing 
processes. 
Through using case studies approach, more details can be obtained and the 
voices of the student writers are heard. We can truly understand their individual 
development as well as their attitudes, loves, and hates. Investigating successful L2 
writers can help us to gain insights into the factors that help developing desire to write; 
this is particularly important in Hong Kong, where a lot of the students view writing 
only as a tool to pass exit tests. In this way, we can understand how writing 
motivation could be cultivated in this place, in a specific context, under the same 
societal influences. There may be doubts as to whether or not the current study can 
shed light on demotivated L2 student writers. It is true that this study investigates 
successful students who were already motivated when the study took place. However, 
we should be reminded that they did not start off as motivated L2 students at the 
beginning. They too had struggles learning a foreign language all through the years. 
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Some of them did not even do too well in English before. Through this study, factors 
motivating the students, both inside and outside the classroom, were revealed. 
In addition, because the subjects have had a similar educational background, 
their accounts can be compared more easily. Of course, students studying English 
may be unique in that they are trained to have an aesthetic appreciation in language 
and they may also have a higher L2 proficiency than students from some other 
departments. This may be a disadvantage because we do not know what other student 
writers from different faculties are like. 
Future Research 
Having considered the strengths and weaknesses of the study, there are several 
ways as to how this research can be replicated. For example, L2 student writers 
studying different majors can be employed to further understand how different 
learning environments contribute to the desire of L2 writing. As time is a constraint 
in this study, a longitudinal study investigating the transition from upper secondary 
schools to first year university life, following students' writing lives and writing 
motivation as they approach different stage, would be interesting. 
The current study encompassed different areas, revealing many interesting 
phenomena; it can actually serve as an exploratory investigation. An area which can 
be further explored includes how information technology and Internet writing 
motivation. Many people would write on the Internet in this day and age where cyber 
commutation is proliferating. In fact, all the participants wrote an online diary and 
would not hesitate to post their writings or poems on the net, and there are already 
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some studies exploring this area. There are other researchable areas such as the 
factors of language choice in writing, self-reconstruction through the influence of 
teachers and peers, and the development of writers' identity. 
As mentioned before, there are numerous studies investigating the differences 
between skilled and unskilled writers, or writers with writing apprehension (Cleary, 
1991); few have concentrated on successful L2 writers. More studies of similar kind 
should be carried out in contributing to the fuller picture of L2 writing motivation. 
5.3.2 Pedagogical Implications 
In this section, I will specifically discuss how teachers can motivate writing 
both inside and outside the classroom. In order to do so, I have adopted a process 
approach of motivational strategies based on Domyei's framework - components of 
motivational L2 teaching practice (2005, p. 113) to the motivational strategies in L2 
writing. It consisted of four main dimensions, including (1) creating the basic 
motivational conditions, (2) generating initial student motivation, (3) maintaining and 
protecting motivation, and (4) encouraging positive retrospective self-evaluation. 
This adapted framework is essentially from the view of an EFL teacher. What 
Dornyei (2005) has suggested is true in that it is important to promote self-motivating 
strategies in students, 'passing the ownership of motivation from the teacher to the 
students' (p. 112). Yet, he has also commented that, because the learners will not 
automatically acquire their motivation disposition, they need to be supported in this 
process. So the current framework recognises the need for students to assume 
responsibility as L2 learners, while giving suggestions for teachers to support the 
development of writing motivation. The following diagram shows a cognitive 
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I 
representation of the motivational strategies for L2 writing inside and outside the 
• i s : classroom (Figure 5.1). 
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Figure 5.1 
The Components of Strategies in L2 Writing Motivation both Inside and Outside the 
Classroom. 
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The inner circle in the diagram contains motivational strategies that can be 
utilised in a writing classroom, and the outer circle includes ones that can be 
employed to develop writing motivation outside the classroom. The two circles 
overlap to show that they are not two independent entities, but those that influence 
each other. The suggested strategies in the outer circle can be viewed as additional 
actions for teachers to promote writing motivation. In fact, what teachers do inside 
the classroom may have a remarkable power to motivate students' in-class and out-of-
class writing. 
The motivational strategies inside the classroom are at the heart of the diagram 
because classroom writing is the core for teachers in an educational setting. However, 
let us not forget that most learning occurs outside the classroom especially for 
language. Although this is less so for a foreign language because it is not spoken in 
our daily life, it is just a matter whether learners make an effort themselves. 
Creating the Basic Motivational Conditions 
The quality of a writing teacher should not be overlooked. This might sound 
like a cliche when one talks about the teacher influence, but, no one can deny its 
prominence which we can see from the participants' accounts of how teachers 
mediated in their development. When they were asked to delineate their L2 learning 
experience, they would never neglect their teachers, be they good or not. This was 
evident in Daniel's English teacher whose qualities include 'adopting a really 
amusing and interesting teaching method' which aroused students' interest in learning, 
one who can create a cooperative learning environment, one who is positive and 
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supportive. He or she should be a person who would not hesitate to give genuine 
encouragement. As Daniel commented, 'She is the first one to say that I have 
creativity and after that when I have her lessons, I would really express myself.' It 
would be someone who is available both mentally and physically to attend students, 
needs. The same was for Charlene, whose teacher had realised her lack of 
improvement in English and therefore prompted her to work harder. It might have 
just been a meeting or a word or two, but that was enough as a turning point for 
Charlene who said that she was very much encouraged and improved a great deal 
from then onwards. 
Students are, in fact, more intelligent and responsive than we think they are. 
They are very sensitive to the quality of instruction and can sense the teacher's 
attitudes towards a particular topic or skills in language. That is the case when Cintia 
felt that her teacher was not enthusiastic about the writing task and commented, 'She 
did not want to do it herself.' Therefore, writing teachers should be models for 
students. They should reflect on the time spent on L2 writing and balance its 
importance among the different language skills because the importance of writing will 
be reflected in how much time and effort is put in class time. 
The significance of teachers' quality can be reinforced by the study conducted 
by Dornyei and Casizer (1998) in which two hundred teachers were asked to give 
their views on various motivational techniques. The survey revealed that the 
participants considered a teacher's own behaviour to be the single most important 
motivational tool. It was also shown that this criterion was one of the most underused 
motivational resources in the teacher's classroom practice. 
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Therefore, in creating students' L2 writing motivation, it is important for 
teachers to be enthusiastic about writing; they should also be practicing writing 
themselves and be a model for students. If teachers do not enjoy writing, how could 
they expect their students to do the same? And if the teachers have a love for writing 
and they have developed a good rapport with the students, this love for L2 writing can 
be passed on to the learners. This is especially true for motivating writing outside the 
classroom. A way is for teachers to keep a blog that is open to students whom are 
encouraged to give comments. Teachers can even write dialogue journals with 
learners through e-mail or they can start discussion groups on the Internet. 
Generating Writing Motivation 
In a writing classroom, designing writing tasks is necessary and the key is to 
have authenticity and appeal. A task should be presented in a way that is relevant to 
the students. More pre-task activities can be done in order to acquaint them with the 
topic. In addition, surveys can be used to investigate students' interests and needs in 
writing. Providing students a variety of genres, i.e., giving them a choice of tasks, is 
essential. 
In trying to generate writing outside the classroom, one of the first things 
needed is to create a need to write. We can see that the four participants are prolific 
writers and had great enthusiasm in writing in general, especially in their second 
language. They enjoyed composing thoroughly; they have a genuine interests in 
writing for its inherent value, namely (1) to communicate to others, to show their 
appreciation to their friends, or to seek comforting words from others, (2) to express 
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their opinions，feelings, and affects, be they sadness or happiness, to articulate the 
different emotions that are apparent to human experience, and (3) to record their life 
events for fear of losing them in the abyss of memories. In general, the participants 
have real and authentic reasons to write; they have writing goals. Many a time when 
students were asked to write journals, some would say they did not have anything 
interesting things to write about. This might be because they genuinely feel that there 
is nothing special going on in their life and, therefore, there is no point in recording 
their thinking. This is especially so when they do not have a real audience to entertain. 
Regarding this aspect, teachers can stimulate their minds by generating interests in the 
incidents that happen around them. It is rather like an incubation stage. Teachers can 
talk about the experience they have, the things they see, their point of view in life, and 
their attitudes towards different things. And even without apparent life events, 
teachers can help students to create interests out of ordinary life incidents, to be more 
observant, to see life through different lenses. This should not only be happening in 
writing class, but in general so that teachers are instilling creative and lively minds in 
students. 
Integrative writing motivation can also be developed through different cultural 
explorations. One's second language is often associated to a particular culture and 
tradition. It may be linked to openness and novelty, depending on the beliefs of a 
particular individual, group or society. Therefore, the second language can be used 
for writing about certain topics, e.g., for more controversial issues because students 
can develop a psychological distance through the use of L2. 
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There is also a conscious preference when it comes to language choice when 
participants were writing on their own accord. We can see that the student writers in 
this study had to make a choice in language depending on their emotions or the events 
that happened in their life. Teachers can adopt a more open-minded attitude regarding 
language preference. As there are different goals in writing, such as expressing, 
recording, persuading, arguing, and giving information, the language used can be 
depended on the audience as well as the goals of writing, I feel that there should be 
no harm in expressing a particular emotion in one's native language. Of course, EFL 
teachers should encourage more L2 writing, but students should not be restricted or 
narrowed down to one language solely in out-of-class writing. 
Maintaining Writing Motivation 
In a classroom setting, it is of great importance that teachers provide sufficient 
preparation for students. This should not only apply to the content, but also to the 
vocabulary, grammar, and organisation that is needed in the passage. Looking at the 
affective factors in a writing task, the participants' confidence was greatly affected by 
various factors, such as not knowing what to write, not having a dictionary on hand, 
feeling incompetent in grammar and organisation, etc. Therefore, how well students 
are prepared for the task affects their psychological state during the writing process. 
With good preparation, writing efficacy will also increase, providing students with 
'tools' for improving their writing skills. Graham and Harris (1989a, 1989b) showed 
that the development of self-efficacy for writing is linked to whether students have 
writing strategies and to the kinds of feedback they receive. It was found that even in 
students who have learning disability, when taught strategies for writing stories and 
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essays, both their writing skills and self-efficacy increased; and the changes were 
maintained and transferred to other settings. 
Teachers should also offer assistance during a writing task. If students know 
that the teacher is there for ongoing assistance, they will have a higher expectation of 
success. Of course, giving each and every individual extensive help is not realistic. 
Therefore, teachers can encourage students to help each other, forming writing pairs 
or small writing groups. Students can be motivated since they have support 
throughout the writing task. Besides, it is also vital to give students a choice of 
writing tasks. This is not to suggest that this should be done each and every time, but 
when it is done, it would be good if they could be given a variety of tasks in genres as 
well as the topic which helps students to have a locus of control. 
Teachers can maintain the writing motivation outside the classroom by 
creating a writing community. This can be carried out as an out-of-class writing 
group where the writing would not be evaluated. Students are then encouraged to 
write and read each others' work. Alternatively, communicating in the cyber world is 
becoming increasingly popular in which everyone can write anything which can and 
will be read by a great number of people. A community can be created in such a 
space. Teachers can promote the use of discussion groups and/or writing blogs, and 
encourage students to give feedbacks to one another's writings. Of course, more 
open-minded language teachers might suggest that student can write in a language 
that can best suits the function of a particular piece of writing. 
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Encouraging Positive Retrospective Self-evaluation 
Let us not forget that both teachers can be a source of confidence (or lack of it) 
since what they say can act as a mirror for students. We can see that participants were 
very much influenced by grades and, therefore, teachers can increase the learners' 
expectancy of success by being careful with the marking and making sure that the 
grades reflect their real writing abilities. Students should be told that instead of 
putting a lot of emphasis on the grades (i.e., because different teachers will tend to 
have slightly different criteria in marking), they should focus on their own writing 
development. Teachers can also give more concrete and motivational written 
feedbacks in addition to the grades or marks. Students should also be taught and 
encouraged to activate their self-regulating writing strategies such as planning, using 
writing strategies, self-evaluating, and correcting one's errors. 
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5.4 Conclusion 
The current investigation used multiple case studies in understanding language 
learning and writing motivation. It examines the participants' accounts of how they 
develop their love for writing, delineating the different factors have on the students' 
desire to write. In doing so, a gradual development in L2 writing motivation was 
found. Through listening to the participants' stories, understanding their learning 
history, valuing their voices in different issues, we as teachers can truly reflect on our 
writing instruction, because students, ultimately, are the centre of a classroom. They 
have a right to be heard. 
People might wonder the effects of writing motivation; some might doubt its 
importance because being a motivated L2 writer does not make one a proficient writer. 
Indeed, there does not seem to be a relationship between writing motivation and 
writing proficiency; however, the significance of L2 writing motivation can never be 
overstated, especially in an exam-oriented education system. There should be a 
balance between the aim to achieve writing skills and to facilitate writing motivation. 
It is well said that the real reward for motivating teachers is not on pay-day, ‘it is 
when their passion is caught by the students. That is a big-time return on anyone's 
investment.' (Scheidecker and Freeman, 1999:9; sited in Domyei, 2001a, p. 13). 
Indeed, writing motivation is one of the most intriguing issues for both L2 writing 
teachers and researchers, and it awaits for more endeavours in this area. 
127 
References 
Ames, C. (1992). Classroom goals, structures, and student motivation. Journal of 
Educational Psychology, 84{3), 261-271. 
Bandura, A. (1982). Self-efficacy mechanism in human agency. The American 
Psychologist, 57(2), 122-147. 
Bandura, A. (1986). Social foundations of thought and action: A social-cognitive 
theory. Englewood Cliffs, NJ: Prentice Hall. 
Bandura, A. (1997). Self-efficacy: The exercise of control. New York: Freeman. 
Berman, R. (1994). Learner's transfer of writing skills between languages. TESL 
Canada Journal, 72(1), 29-46. 
Bronfenbrenner, U. (1979). The ecology of human development: Experiments by 
nature and design. Cambridge, MA: Harvard University Press. 
Brookes, E. (1985). Case studies of the composing processes offive "unskilled" 
English-as-a-second-language writers. Unpublished doctoral dissertation. New 
York: New York University. 
Bruning, R., & Horn, C. (2000). Developing motivation to write. Educational 
Psychologist, 35(1), 25-37. 
Bosher, S. (1998). The composing processes of three South East Asian writers at the 
post-secondary level: an explanatory study. Journal of Second Language 
Writing, 7，205-241. 
Butler, R. (1987). Task-involving and ego-involving properties of evaluation: Effects 
of different feedback conditions on motivational perceptions, interest, and 
performance. Journal of Educational Psychology, 7P(4), 474-482. 
Carroll, L. A. (2002). Rehearsing new roles: How college students develop as writers. 
Carbondale: Southern Illinois University Press. 
Chenoweth, N. A., & Hayes, J. R. (2001). Fluency in writing: Generating text in LI 
and L2. Written Communication, 18{\), 80-98. 
Cleary, L. M. (1991). Affect and cognition in the writing processes of eleventh 
graders: A study of concentration and motivation. Written Communication, 8, 4， 
4 7 3 - 5 0 7 . 
Crookes, G.，& Schmidt，R. W. (1991). Motivation: Reopening the research agenda. 
Language Learning, 41,469-512. 
Cumming, A. (1989). Writing expertise and second language proficiency. Language 
Learning, 39, 81-141. 
128 
Daly, J. A., & Miller, M. D. (1975a). The empirical development of an instrument to 
measure writing apprehension. Research in the Teaching of English, 9，272-289. 
Daly, J. A., & Wilson，D. A. (1983). Writing apprehension, self-esteem, and 
personality. Research in the Teaching of English, 17, 327-341. 
Deci, E. L.，& Ryan, R. M. (1985). Intrinsic motivation and self-determination in 
human behaviour. New York: Plenum. 
Deci, E. L., & Ryan，R. M. (2002). Self-determination research: reflections and future 
directions. In E. L. Deci & R. M. Ryan (Eds.), Handbook of self-determination 
research (pp. 431-441). Rochester, NY: University of Rochester Press. 
Domyei, Z. (1990). Conceptualizing motivation in foreign lagnauge learning. 
Language Learning, 40, 46-78. 
Domyei, Z. (2001a). Motivational strategies in the language classroom. New York : 
Cambridge University Press 
Domyei, Z. (2005). The Psychology of the language learner: Individual differences in 
second language acquisition. Mahwah, N.J.; London: Lawrence Erlbaum 
Associates 
Domyei, Z. & Csizer, K. (1998). Ten commandments for motivating language leams: 
Results of an empirical study. Language Teaching Research, 2，203-229. 
Dweck, C. S. (1986). Motivational processes affecting learning. American 
Psychologist, 41, 1040-1048. 
Ehrman, M. (1996). An exploration of adult language learner motivation, self-efficacy, 
and anxiety. In J. L. Oxford (Ed.), Language learning motivation: Pathways to 
the new century (pp. 81-103). Honolulu: University of Hawaii Press. 
Elbow, P. (1998). Writing without teachers. New York: Oxford University Press. 
Emig, J. (1971). The composing processes of twelfth graders. Urban a, IL: National 
Council of Teachers of English. 
Feng, H. P. (2001). Writing an academic paper in English: An exploratory study of 
six Taiwanese graduate students. Unpublished Thesis (Ed.D.). New York: 
Columbia University Teachers College. 
Friedlander，A. (1990). Composing in English: Effects of a first language on writing 
in English as a second language. In Kroll, B. (Ed.) Second Language Writing: 
Research Insights for the Classroom (pp. 109-125). New York : Cambridge 
University Press. 
Fu, G. S. (1975). A Hong Kong perspective: English language learning and the 
Chinese student. Comparative Education Dissertation Series, 29. Ann Arbor: 
University of Michigan. 
129 
Galbraith, D. (1996). Self-monitoring, discovery through writing and individual 
difference sin drafting strategy. In G. Rijlaarsdam, H. van den Bergh, & M. 
Couzijn (Eds.), Theories, models and methodology in writing research (pp. 121-
141). Amsterdam: Amsterdam University Press. 
Gardner, R. C. (1985). Social Psychology and Second Language Learning: the Role of 
Attitudes and Motivation. London: Edward Arnold. 
Gardner, R. C. (2001). Integrative motivation and second language acquisition. In Z. 
Domyei & R. Schmidt (Eds.), Motivation and second language acquisition 
(Technical Report #23，pp. 422-459). Honolulu: University of Hawaii, Second 
Language Teaching and Curriculum Center. 
Gardner, R. C.，& Lambert, W. E. (1959). Motivational variables in second language 
acquisition. Canadian Journal of Psychology, 13, 266-72. 
Gardner, R. C., & Lambert, W. E. (1972). Attitudes and motivation in second 
language learning. Rowley, MA: Newbury House. 
Garner, R. (1990). When children and adults do not use learning strategies. Review of 
Educational Research, 60, 517-530. 
Graham, S.，& Harris, K. R. (1989a). A components analysis of cognitive strategy 
instruction: Effects on learning disabled students' compositions and self-
efficacy. Journal of Educational Psychology, 81, 353-361. 
Graham, S.，& Harris, K. R. (1989b). Improving learning disabled students' skills at 
composing essays: Self-instructional strategy training. Exceptional Children, 56, 
201-214. 
Graham, S.，& Harris，K. R. (1993). Self-regulated strategy development: Helping 
students with learning problems develop as writers. Elementary School Journal, 
94, 169-181. 
Harter, S. (1996). Teacher and classmate influences on scholastic motivation, self-
esteem, and level of voice in adolescents. In J. Juvonen & K. Wentzel (Eds.), 
Social motivation: Understanding children 's school adjustment (pp. 11 -42). 
New York: Cambridge University Press. 
Hayes, J. R. (1996). A new framework for understanding cognition and affect in 
writing. In C. M. Levy & S. Ransdell (Eds.), The science of writing: Theories, 
methods, individual differences, and applications (pp. 1-27). Mahwah, NJ: 
Lawrence Erlbaum. 
Heckhausen, H. (1991). Motivation and action. New York: Springer. 
Hyland, F. (1998). The impact of teacher written feedback on individual learner. 
Journal of Second Language Writing, 7(3), 255-286. 
130 
Hyland, F. (2004). Learning autonomously: Contextualising out-of-class English 
language learning. Language Awareness, 13 (3), 180-202. 
Kasper, G. (1997). Can pragmatic competence be taught? Honolulu: University of 
Hawai'i, Second Language Teaching & Curriculum Center. 
Lee, I (1998). Writing in the Hong Kong secondary classroom: Teachers' beliefs and 
practice. Hong Kong Journal of Applied Linguistics, 3, p. 61-76. 
Lee, I. (2004). Error correction in L2 secondary writing classrooms: The case of Hong 
Kong. Journal of Second Language Writing, 13 (4), 285-312. 
Littlewood, W.，& Liu, N. F. (1996). Hong Kong students and their English. Hong 
Kong: Macmillan. 
Locke, E. A., & Latham, G. P. (1990). A theory of goal setting and task performance. 
Englewood Cliffs, NJ: Prentice Hall. 
MacGowan-GilhooIy, A. (1991). Fluency first: Reversing the traditional ESL 
sequence. The Journal of Basic Writing, 10{\), 73-87. 
Meece, J. L., Bluemenfeld, P.C., & Hoyle, R. H. (1988). Students' goal orientations 
and cognitive engagement in classroom activities. Journal of Educational 
Psychology, 80, 514-523. 
Noels, K. A., Pelletier, L. G., Clement, R.’ & Vallerand, R. J. (2000). Why are you 
learning a second language? Motivational orientations and self-determination 
theory. Language Learning, 50, 57-85. 
Nunan, D. (1992). Research methods in language education. Cambridge: Cambridge 
University Press. 
Pajares, F.，& Johnson, M. J. (1994). Confidence and competence in writing: The role 
of self-efficacy, outcome expectancy, and apprehension. Research in the 
Teaching of English, 28, 316-334. 
Pennington, M, C.，& Yue, F. (1993) The place of English and Chinese in Hong Kong: 
Assessing pre-1997 language attitudes. Research report 28. Hong Kong: City 
Polytechnic of Hong Kong. 
Pickard, N. (1996). Out-of-class language learning strategies. English Teaching 
Journal, 50, 150-159. 
Pierson, H.D., Fu，G.S., & Lee, S.Y. (1980). An analysis of the relationship between 
language attitudes and English attainment of secondary students in Hong Kong. 
Language Learning, 30, 289-316. 
Purpura, J. E.，& Saville, N. (2001). Developing a computerized system for 
investigating non-linguistic factors in second language learning and test 
131 
performance. Paper presented at the Language Testing Research Colloquium 
and at AAAL, St Louis, Missouri, February. 
Raimes, A. (1985). What unskilled writers do as they write: A classroom study of 
composing. TESOL Quarterly, 19，229-258. 
Raimes, A. (1987). Language proficiency, writing ability, and composing strategies: 
A study of ESL college student writers. Language Learning, 37, 439-469. 
Ramage, K. (1990). Motivational factors and persistence in foreign language study. 
Language Learning, 40 (2), 189-219. 
Richards, J. C.，Tung, P., & Ng, P. (1992). The culture of the English language 
teacher. RELC Journal, 28{\), 81-100. 
Richards, S. (1994). Motives and methods: Motivation, strategy choice, and language 
use among secondary school students learning English in Hong Kong. Research 
report No. 39. City Polytechnic of Hong Kong. Department of English. 
Sasaki, M. (2000). Toward an empirical model of EFL writing processes: An 
exploratory study. Journal of Second Language Writing, 9, 259-291. 
Sasaki, M. (2002). Building an empirically-based model of EFL learners' writing 
processes. In S. Ransdell & M. Barbier (Eds.), New directions for research in L2 
writing, (pp. 49-80). City: Kluwer Academic Publishers. 
Sasaki, M. (2004). A multiple-data analysis of the 3.5-year development of EFL 
student writers. Language Learning, 54 (3)，525-582. 
Schumann, J. H. (1978). The acculturation model for second language acquisition. In 
R. Gingras (Ed.), Second language acquisition and foreign language teaching 
(pp. 27-107). Arlington, VA: Center for Applied Linguistics. 
Schunk, D. H,，& Swartz, C. W. (1993). Goals and progress feedback: Effects on self-
efficacy and writing achievement. Contemporary Educational Psychology, 18, 
337-354. 
Sengupta, S. (2000). An investigation into the effects of revision strategy instruction 
on L2 secondary school learners. System, 28, (1)，97-113. 
Shaw, P., & Liu，E. T. K. (1998). What develops in the development of second-
language writing? Applied Linguistics, 19 (2), 225-254. 
Shell, D. F.，Murphy, C. C.，& Bruning，R. H. (1989). Self-efficacy and outcome 
expectancy mechanisms in reading and writing achievement. Journal of 
Educational Psychology, 57,91-100. 
Spaulding, C. (1992). Motivation in the classroom. New York: McGraw-Hill, Inc. 
132 
Tsui, A. B. M., & Ng，M. (2000). Do secondary L2 writers benefit from peer 
comments? Journal of Second Language Writing, 9(2), 147-170. 
Ushioda, E. (1996). Learner autonomy 5: The role of motivation. Dublin: Authentik. 
Valerand, R. J. (1997). Toward a hierarchical model of intrinsic and extrinsic 
motivation. Advances in Experimental Social Psychology, 29, 271-360. 
Vallerand, R. J., Blais, M. R.，Briere, N. M., & Pelletier, L. G. (1989). Construction et 
validation del'Echelle de motivation en education (EME) [Construction and 
validation of the academic motivation Scale], Canadian Journal of Behavioural 
Science, 21, 323-349. 
Vallerand, R. J.，Pelletier, L. G.，Blais, M.R., Briere, N.M., Senecal, C.，& Vallieres, 
E. F. (1992). The academic motivation scale: A measure of intrinsic, extrinsic, 
and amotivation in education. Educational and Psychological Measurement, 52, 
1003-1017. 
Vallerand, R. J., Pelletier, L. G.，Blais, M. R.，Briere, N. M., Senecal, C.，& Vallieres， 
E. F. (1993). On the assessment of intrinsic, extrinsic and amotivation in 
education: Evidence on the concurrent and construct validity of the Academic 
Motivation Scale. Educational and Psychological Measurement, 53, 159-172. 
Victori, M. (1995). EFL writing knowledge and strategies: An integrative study. 
Unpublished doctoral dissertation. Departmento de Filologia Inglesa. Barcelona: 
Unversitat Autonoma de Barcelona. 
Wachholz, Patricia B.; Etheridge, Carol P. (1996). Writing self-efficacy beliefs of 
high- and low-apprehensive writers. Journal of Developmental Education, 19, 
16-18. 
Weiner, B. (1986). An attributional theory of motivation and emotion. New York: 
Springer-Verlag. 
Wentzel, K. R. (1994). Relations of social goal pursuit to social acceptance, 
classroom behaviour, and perceived social support. Journal of Educational 
Psychology, 86’ 173-182. 
Wentzel, K. R. (1999). Social-motivational processes and interpersonal relationships: 
Implications for understanding motivation at school. Journal of Educational 
Psychology, 91, 76-97. 
Whalen, K., & Menard, N. (1995). LI and L2 writer's strategic and linguistic 
knowledge: A model of multiple-level discourse processing. Language Learning, 
45 (3), 381-418. 
Yang, A., & Lau, L. (2003). Student attitudes to the learning of English at secondary 
and tertiary levels. System, 3!’ 107-123. 
133 
Zamel, V. (1982). Writing: The process of discovering meaning. TESOL Quarterly, 
16, 195-209. 
Zamel, V. (1983). The composing process of advanced ESL students: Six case studies. 
TESOL Quarterly, 17, 165-187. 
Zeldin, A. L.，& Pajares, F. (1997). Against the odds: Self-efficacy beliefs of women 
with math-related careers. Paper presented at the meeting of the American 
Educational Research Association, Chicago. 
134 
Appendix F 
(A) General Information 
1. Name: 
2. Gender: Female Male| 
3. Your native language 
4. Secondary school 
5. Bands 1 • l.s] | 2 • 2.5 • 3 [ 
6. When have you started learning English? 
7. Have you been educated solely in Hong Kong? Yes No 
8. Grades in HKCEE and A-level (English language) 
HKCEE syllabus A B 
Paper 1 Paper 2 Paper 3 Paper 4 
General grade • 
A-level 
Paper 1 Paper 2 Paper 3 Paper 4 
Paper 5 
General grade 
9. Did you obtain any awards in English/ English writing? Y e s | _ N o | _ 
(B) Writing Habits 
1. Total time spent writing each week 
2. Do you usually write in Chinese or English? 
3. Which language do you prefer when you write? 
4. What types of texts do you generally write in English? 
• e-mails • letters • notes • essays • articles • reports 
口 research papers 口 creative writing (e.g., ) 
• diary 
5. How about in Chinese? 
• e-mails • letters • notes • essays • articles • reports 
• research papers 口 creative writing (e.g., ) 
口 diary 
6. Do you sometimes write just for fun? 
7. Do you prefer to write by hand or using computer? 
• By hand 口 By computer 
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(C) others 
1. How confident are you in writing in English? (scale of 1 -5) 
(5- most confident; 1 - least confident) 
2. Do you like writing in English? 
3. How much do you enjoy writing? (scale of 1-5) 
(5- most enjoyable; 1 - least enjoyable) 
4. Did you attend any courses in writing English (outside class time, e.g., summer 
course?) 
At secondary level 
At university level 
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Appendix F 
Consent form to participants 
Chinese University of Hong Kong 
The Writing Attitudes, Motivation and Composing Processes of 
EFL University students 
Description of the study 
You are invited to participate in a research study on the writing attitudes and 
composing processes of EFL university students. In this study, you will take part in 
an in-depth interview about your previous writing experience and your views on 
English writing which will be audio-taped. You will also be asked to fill out three 
questionnaires related to the topic during the interview. In addition, you will be asked 
to do a writing task in an hour while your hand movements will be video-recorded. 
Then a short interview will be conducted relating to the task. Your participation will 
probably take 4 hours. 
Risks and Benefits 
Please be advised that all the participants will remain anonymous and pseudonyms 
will be used in the dissertation to protect your privacy. Your participation in research 
is voluntary. You may refuse to answer any questions or withdraw from participation 
at any time. All the data collected will be for research purposes only. 
There are no presumed benefits for participating in the study. However, participating 
in the study will increase your knowledge and raise your awareness of your own 
writing process and your attitudes towards writing. Your participation will also 
contribute to our understanding of the field of second language acquisition and 
psycholinguistics. 
I have read and discussed the Research Description with the researcher. I have had 
the opportunity to ask questions about the purposes and procedures regarding this 
study. I agree to participate in this study. 
Participant's signature: 
- N a m e of the participant: 
Date: / / 
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Appendix C 
Motivation and Effort questionnaire (Adapted from Purpura & Saville, 2001; 
taken from Feng, 2001) 
Please indicate the degree to which each statement applies to you by circling whether 
you (I) strongly agree, (2) agree, (3) are uncertain, (4) disagree, or (5) strongly 
disagree with the statement. 
Strongly Agree Uncerta Disagree Strongly 
agree in disagree 
1 2 4 5 
3 
I .1 have to learn to write in English because I will 1 2 3 4 5 
need it for my career. 
2.1 have to leam to write in English because it will 1 2 3 4 5 
be useful for getting a good job. 
3.1 have to leam to write in English so that I can 1 2 3 4 5 
communicate with other professionals in my 
field. 
4.1 need to learn to write in English for my area of 1 2 3 4 5 
studies. 
5.1 want to learn to write in English so that I can 1 2 3 4 5 
earn more money. 
6.1 leam to write in English because I want to be 1 2 3 4 5 
accepted by native speakers of English. 
7.1 leam to write in English because I want to 1 2 3 4 5 
communicate with native speakers of English. 
8.1 want to learn to write in English because I 1 2 3 4 5 
want to leam more about the culture where 
English is spoken. 
9.1 want people to think that I write like a native 1 2 3 4 5 
speaker of English. 
10.1 want to learn to write in English because I 1 2 3 4 5 
want to be like a native speaker of English. 
I I . 1 want to learn to write in English so that I can 1 2 3 4 5 
function in the culture. 
^ I i ^ ‘― 
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12. Writing well in English is not important to me. 1 2 3 4 5 
13.1 want to take the time to study so that I'll be 1 2 3 4 5 
able to write in English fluently. 
14.1 would like to be able to write perfect English. 1 2 3 4 5 
15. It doesn't' matter to me if I make a lot of 1 2 3 4 5 
mistakes in my English writing so long as 
people can understand what I write. 
16. It's not important for me to write perfect 1 2 3 4 5 
English because there are other things I do 
well. 
17.1 want to write in English really well. 1 2 3 4 5 
18.1 write my compositions/papers in English very 1 2 3 4 5 
carefully, making sure that I write everything 
correctly. 
19.1 try as hard as I can when I have to learn to 1 2 3 4 5 
write in English. 
20.1 take time to review what I have learned about 1 2 3 4 5 
English writing. 
21.1 do not put as much efforts in my English 1 2 3 4 5 
writing assignments. 
22.1 leave a certain amount of time every day to 1 2 3 4 5 
study English writing, 
23.1 spend as much time as possible trying to learn 1 2 3 4 5 
to write in English. 
24.1 write my compositions/papers quickly even 1 2 3 4 5 
though when I know I could do better if I tried 
harder. 
25. When I study writing in English, I do just 1 2 3 4 5 
enough to get by. 
26.1 take time to find out what mistakes I made in 1 2 3 4 5 
English compositions/paper so that I can 
correct them. 
— • .-. • “ ‘ 
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Appendix F 
Scale of Writing Apprehension (Daly and Miller, 1975) 
Please indicate the degree to which each statement applies to you by circling whether 
you (1) strongly agree, (2) agree, (3) are uncertain, (4) disagree, or (5) strongly 
disagree with the statement. 
Strongly Agree Uncertain Disagree Strongly 
agree disagree 
1 2 3 4 5 
I .1 avoid writing. 1 2 3 4 5 
2.1 have no fear of my writing being evaluated. 1 2 3 4 5 
3.1 look forward to writing down my ideas. 1 2 3 4 5 
4.1 am afraid of writing essays when I know 1 2. 3 4 5 
they will be evaluated. 
5. Taking a composition course is a very 1 2 3 4 5 
frightening experience. 
6. Handing in a composition makes me feel 1 2 3 4 5 
good. 
7. My mind seems to go blank when I start to 1 2 3 4 5 
work on a composition. 
8. Expressing ideas through writing seems to be 1 2 3 4 5 
a waste of time. 
9.1 would enjoy submitting my writing to 1 2 3 4 5 
magazines for evaluation and publication. 
10.1 like to write my ideas down. 1 2 3 4 5 
I I .1 feel confident in my ability to clearly 1 2 3 4 5 
express my ideas in writing. 
12.1 like to have my friends read what I have 1 2 3 4 5 
written. 
13. I'm nervous about writing. 1 2 3 4 5 
14. People seem to enjoy what I write. 1 2 3 4 5 
15.1 enjoy writing. 1 2 3 4 5 
16.1 never seem to be able to clearly write down 1 2 3 4 5 
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my ideas. 
17. Writing is a lot of fun. \ 2 3 4 5 
18.1 expect to do poorly in composition classes 1 2 3 4 5 
even before I enter them. 
19.1 like seeing my thoughts on paper. 1 2 3 4 5 
20. Discussing my writing with others is an 1 2 3 4 5 
enjoyable experience. 
21.1 have a terrible time organising my ideas in 1 2 3 4 5 
a composition course, 
22. When I hand in a composition I know I'm 1 2 3 4 5 
going to do poorly. 
23. It's easy for me to write good compositions. 1 2 3 4 5 
24.1 don't think I write as well as most other 1 2 3 4 5 
people. 
25.1 don't like my compositions to be evaluated. 1 2 3 4 5 
26. I'm no good at writing. 1 2 3 4 5 
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Appendix F 
Writing Self-efficacy (Shell et al., 1989) 
Please indicate the degree to which each statement applies to you by circling whether 
you (1) strongly agree, (2) agree, (3) are uncertain, (4) disagree, or (5) strongly 
disagree with the statement. 
Task Subscale Strongly Agree Uncertain Disagree Strongly 
agree disagree 
1 2 3 4 5 
1. Write a letter to a friend to a family member. 1 2 3 4 5 
2. List instructions for how to play a card game. 1 2 3 4 5 
3. Compose a will or other legal document. 1 2 3 4 5 
4. Fill out an insurance application. 1 2 3 4 5 
5. Write an instruction manual for operating. 1 2 3 4 5 
6. Prepare a resume describing yourself. 1 2 3 4 5 
7. Write one or two sentence(s) for a specific test 1 2 3 4 5 
question. 
8. Compose a one or two page essay in answer to 1 2 3 4 5 
a test question. 
9. Write a term paper of 15 to 20 pages. 1 2 3 4 5 
10. Author a scholarly article for publication in a 1 2 3 4 5 
professional journal in your field. 
11. Write a letter to the editor of the daily 1 2 3 4 5 
newspaper. 
12. Compose an article for a popular magazine 1 2 3 4 5 
such as Newsweek. 
13. Author a short fiction story. 1 2 3 4 5 
14. Author a 400 page novel. 1 2 3 4 5 
15. compose a poem on the topic of 1 2 3 4 5 
your choice. 
16. Write useful class notes. 1 2 3 4 5 
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Task Subscale Strongly Agree Uncertain Disagree Strongly 
agree disagree 
1 2 3 4 5 
1. Correctly spell all words in a one page 1 2 3 4 5 
passage. 
2. Correctly punctuate a one page passage. 1 2 3 4 5 
3. Correctly use parts of speech (i.e., nouns, 1 2 3 4 5 
verbs, adjective, etc.) 
4. Write a simple sentence with proper 1 2 3 4 5 
punctuation and grammatical structure. 
5. Correctly use plurals, verb tenses, prefixes, 1 2 3 4 5 
and suffixes. 
6. Write compound and complex sentences with 1 2 3 4 5 
proper punctuation and grammatical structure. 
7. Organize sentences into a paragraph so as to 1 2 3 4 5 
clearly express a theme. 
8. Write a paper with good overall organization 1 2 3 4 5 
(e.g., ideas in order, effective transition, etc.) 
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Appendix F 
Composing processes in a controlled setting 
Instructions for participants 
In this part of the study, you will be videotaped as you are writing. The presence of 
the video camera(s) is only there to record your hand/pen movements. Proceed as if 
you were writing in the privacy of your home or any other preferred writing place. Of 
course, your writing will not be graded. 
You will be given some suggested topics and you can write in a style that you would 
normally write for pleasure. You can take as much time as 30 minutes to plan or 
think of the topic, making notes as you wish. When you are ready to begin 
drafting/writing, let the administrator know. When you are planning, feel free to make 
notes. Later, there will be time for actual drafting. When you are ready to begin 
drafting/writing, let the administrator know because there will be a short interval. 
Afterwards, you will be given 45 minutes for your actual writing. You will be 
reminded of the time 15 minutes before it ends. There will be an interview about your 
composing processes after you have finished writing. 
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Please write in the form of a prose. This can be an exposition, a letter, a 
description or a short story. Followings are some suggested topics. You may 
choose one of them or create your own topic inspired by any of the ideas. 
• Remind yourself of something interesting, beautiful, amusing (or any 
other adjective of your choice) and try to capture it in writing. For 
example, you can write about your observation of the people who wait 
for the same bus with you every morning. 
• Think about questions you have about your personal life or values, 
What is important to you? What do you worry about? Don't worry 
about providing all the answers. Let your own questions flow. Ask 
yourself "What if?" and "Why?" 
• Think about who you are and what you stand for. How do you 
resemble others of your generation or others in your family? And how 
do you differ? What values are most important to you? What values are 
changing for you? Who influences you? Or whom do you influence? 
What are your decisions in your personal or professional life? 
• Think of your experience/memories in recent years. It can be your 
worst vacation, a personal triumph, or your first school memories. 
Recall what emotions you have been through. Who were there with 
you? What made it so (thrilling/terrible/your own adjective)? 
• Think of something you regret or wish it happened the other way. 
If time could go back, what would you do? How did you want it to turn 
out? Remember that we all make mistakes and sometimes we cannot 
change the way things are, but reflecting on them helps us to be fully 
human. 
• Recall someone who means a lot to you. Maybe he/she is a family 
member, maybe a friend who moved away, or someone who knows 
you best. What makes that person so special? What does he/she 
reminds you of? 
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Appendix G 
Participants' Writing Sample in the Writing Task 
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Appendix H 
Keeping a Writing Journal 
Useful Information 
In order to gain a deeper insight into how you write outside academic settings, keep a 
journal about your personal writing during the next 6-8 weeks, with one journal per week 
on average. In addition, kindly submit your actual writing as well which will only serve 
as reference. Journal entries reveal the reflections about your own personal writing, for 
example, your approaches to how you write, your impressions and responses to your own 
work. 
There is no restriction as to when you should write your journals. You may record before 
your actual writing, e.g., you come up with a topic or things you think about before you 
write. You can also jot down points as you draft, describing your composing strategies. 
Of course, entries made after you have completed a writing task would be very important 
which serve as an evaluative and reflective commentary. 
You are encouraged to indued whatever comes to mind in your journal. You can write in 
full sentences or jot down ideas, take notes, and make numbered list of things. The 
journal is intended to be your log and will not be graded. Following are some examples 
you should/ may want to include: 
Basic information 
• Some basic information, e.g., date, day, time, duration, and place. 
Reason(s) for writ ing 
• What made you write today, at this time and place? 
• What do you think of your work? 
• Have you gained anything from this piece of personal writing? If so, what? 
• How confident or ‘ready to write' were you before you started writing? 
Your composing processes 
• Are there any influences that affect your writing, e.g., the environment, 
the people, around you, events that happened, or even your personal 
conditions? 
• How did you come up with the topic? 
• How did you generate ideas for the topic? 
• Who are you audiences? 
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Appendix I 
Participants' Reflective Writing Journals 
Daniel's Journals 
Thursday, November 1 0， 2 0 0 5 
Today, I see you wearing a ring. 
A ring in the engaging finger. 
A finger that represents love. 
A love that I find myself sour. 
'I've already let the feelings go'; 
but then, my clenching heart, pierce my soul; 
An anchor! A weight ！ Or Oath! 
Maybe or not, I never know. 
A ring of love; a ring of hurt 
2005 
This was written at the NA library. I had a lesson at 8:30 and you know, no one could really 
have a good mood to get up so early. By the way, the lesson was a suck. Sorry for saying out 
the fact. 
This was a poem to the one I loved. However, on the day having the same lesson, I 
discovered she got a ring on her ring figure. I hadn't showed my sleeve. She didn't know I 
like her. That moment I really got hurt and the whole lesson just was a torture to me, I was 
sitting opposite to her. (tutorial) 
After the lesson, I could not wait and went straight to the library, turn on the computer and 
wrote down the poem. I faced no difficulties at all to get this done because I really got 
intense feelings. 
In the poem, I wanted to show ring can be a sign of romance but at the same time, let the 
ring shows can been an execution to the ones who love you secretly. The last line I concluded 
the ring was ‘ love and hurt'. 
In fact, at that time, my friend,草‘。’ 二.,；； :':�, you know who, was sitting besides me. When I 
finished, he simply murmur the poem and poke fun at me. I knew someone was watching 
but I had to get my feelings vent, so I consciously did not write down the name of the 
persona. I used the pronoun ‘you' instead of the whole name. 
This is not merely a poem. I applied certain skills I leamt in the lesson and the implicit 
meanings behind. I can say, this poem is one of the best so far I 've written. Though you may 
find it odd and imperfect in certain wordings, I did it deliberately. See if you can get the 
clues. XD 
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Monday, December 0 5 ， 2 0 0 5 
P e o p l e 
If we think the streams of cars and the scrapers of are the icon of the city, then I think the 
people are representing the soul. 
Second times been to Taipei, and you know, less than a half year between the two trips 
heading to the same place, I felt kind of boring with the tourist spots in fact. Be frank, I did 
not really feel frustrate when the Soochow U said we could not go out on the first night. We 
got flight delayed; by the time we arrived the campus, it was already 11:30p.m. As we had to 
get everything settled, we could not really find any entertainment at 2:00 or 3:00 a.m. 
I think what I enjoyed most was really the people there. I said to Dan, the professor of this 
Workshop, we felt great about the arrangement. From the moment we stepped onto the 
airport to the time we had to take off, we were welcomed warmheartedly, with more-than-
peifect hospitability. I can tell, just from a tiny detail, the people there really put lots of efforts 
into the function. 
Ken, who was responsible for settling the guests, did not hesitate to bring us to everywhere 
despite the function had ended. In other words, he was not entitled to accompany us 
throughout the trip. We stayed for one more day after the workshop and so, obviously, by no 
means he had to bring us to anywhere. He, however, took us to see the different facets of the 
city. He himself, is a worth-visiting-facet. 
And I really really wanted to say thanks to Yomei's grandma, who provided us 
accommodation and brought us all those lovely fruit. She's so great! She addressed us as the 
little children, as she said 'everyone is a child for me.' The eighty-year-old granny did have 
some humor. 
Basically, I took photos of people in Taipei. They were really interesting. The city itself is not 
really that impressive, the people, however, were really absorbing to study. Look forward to 
seeing them again as they promised to come to Hong Kong soon, and really thanks to all who 
made this function a success. 
I wrote this piece at home, the day immediately after I came backfrom a workshop in 
Taiwan. I should say this is not really a good one. What comes out is not really what I want 
to write. 
First, this is a piece of diary, titled people. As the title tells, I would like to write about people 
at first. Something that should be deeper in nature. What I mean deeper, is really to look at 
certain tiny items, then develop into something not directly related. 
Indeed, I intend to do that. I think it would be good for me to start by giving some sorts of 
background and the facts of the trip. It turned out to be dominant at last. So dominant that I 
got pissed off and lost my intension to rewrite it. I know, by that time, this would not be a 
good piece of writing. You can see that it is really some kinds of personal diary instead of 
something I expect it to be, a prose, may be. 
Second, I was tired by the time I wrote. You know, after the trip (we played overnight, 
though no jet lags), I was really tired. However, I was afraid I wouldforget everything. So I 
needed to write down all before I forgot. Tiredness is the other reason for me not touvhing 
up the writing at all. 
I felt quite annoyed, impatient when I wrote. Maybe it simply falls short of my expectation; I 
lost the motivation to continue. You can see the ending is really sloppy, 'making the function 
a success'. What a fuck. 
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Sunday, December 2 5， 2 0 0 5 
Kinda feel down again. It is only when days overflow with festive fever, then I will find myself 
really alone, shut myself up become the best means to celebrate the Birth of Jesus. 
If Democritics really has its right, that the world is working according to the Atom theory, of 
which it states we are making of certain kinds of substances transcending from the past and 
which will become the elements in the future, is human walking in a cycle? What known as a 
life is actually a fused straight line at both ends; life is a continual cycle experiencing the same 
steps in different part of the life stage. But if this is so, doesn't my life cycle go too fast? 
Get some chats with friends today and may be due to the mutual influence (I really can't tell 
who is more pessimistic than who. Both do not get a bright outlook). I am still not the kind of 
person you expect me to be, just a little kick can cause a total collapse. I feign being happy. In 
fact, I did try to become one of the happy person. Simply, I am not born to be that. 
As Emily Dickinson said, she loves anguish; it is something that cannot be pretended. Indeed, 
this crazy woman is right somehow. 
Without doubt, this piece of diary may just foul all your efforts in enjoying the Christmas 
laughter, or it may not take any toll on you at all. Nevermind, I feel so selfish to let my feelings 
vent. Just let me be selfish for the first and last time. 
I am not groaning in pain but in emptiness 
/ write this piece at home, exactly on Christmas, 2005. In fact, I get a strange habit to share 
my Christmas with no one. I must be alone on that particular day. Last year was worse, you 
know, I had a failing relationship with my girl. I also wrote a little piece (or a poem) to keep 
it as a remembrance. 
I did not fine it difficult in my production process. Everything just flowed out so naturally. 
Certainly, the intense feelings that count. I felt better after I wrote what I felt. I believed this 
was quite a good one. Sorry for not being humble enough. But I do think I can write what I 
think. 
One of the reasons I wrote may due to what I 've written before. Democritics, the Greek 
philosopher. I came across this person because I was reading a book called 'Sophie's World' 
at that time. It was a book about philosophy. Though I eventually quit as I found it boring 
later, the theory of atoms was particularly impress me. 
In fact, I just got the same feelings as the last year. As I said, I've broken up with my past 
girl. That's why I wondered: Is life really a cycle that everything just turned round and 
round? 
I intentionally wrote down something for my friend to read. Sympathy? Whatsoever, I just 




M y Wri t ing Journa l 
Journal Entry No. 1 





hitting it heavily 
with a book borrowed from the University Library.. • 
Just realized that I can be so cruel... 
May it rest in peace.,. 
Yet 
it should not have intruded into my home! 
Coodbloodedly, I 
hope it is the one I met in the afternoon.. . 
The one who peeked at me near my desk. 
The one who walked away with composure when noticed. 
The one who then, even slept in my b e d x . . . 
Insects, 
Please leave me alone. 
It feels so bad to be a murderer. . , 
Silence for the spider... ‘ 
who HOLDS A SPIDER!!!!) 
i i i 
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Journal Entry No.2 
Tuesday, November 01, 2005 
I always feel like being filled with "luck" and "love" - they even spill out of my body… 
I've got a great half，a great sister, a great family, a great roommate, great friends, 
a great life and above all, the great Heavenly Father. 
Reminded of all these greatness because: 
• I watched a sad movie today in which the couple is separated - by Death. 
• Charlie said, "You can wake me up next time when you meet little insects. I 
can deal with them." 
• Luck and love spill out of my body again. 
Journal Entry No.3 
Saturday, November 05, 2005 
Corpse Br ide W e W a t c h e d Last Night 
• H ^ H 
With this hand, 
I. lift vour sorrows. 
Your cup will never be empty. 
For i will be your wine. 
With this candle, ‘ 
I will light your way into darkness. 
With this ring, 
1 ask you to be mme. 162 
8 
In the ice or in the sun it's all the same 
Yet I feel my heart is acheing 
Though it doesn't beat it's breaking 
And the pain here that I feel 
Try and tell me it's not real 
I know that I am dead 
Yet it seems that I still have some tears to shed 
Till death do us apart. 
Attracted to watch Corpse Bride by sweet KK who brought us sweet chocolate and 
who is so sweet to remember I - her sweet sinsin - love sweet Maltesersl- So Sweet-
(It was not long when I told Shan that I don't have any interests in watching movies 
these days.) 
I sat with KK~ Yes, we are in K~ KK said, "She is "K"(Kaye)," Big Bro Terence replied, 
" I 'm Terence," 
Discussed with Charlie about the movie last night so l，m not going to type anything 
about it now... 
i ^ ^ f f l B H i 
H B H H H H H H H H H H I H T h i s i s t h e d e a d h e a d P a u 丨 〜 h a h a h a 
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Journal Entry No.4 
A Farewell to Arms 
Wintry Winds attack the deaf street. 
Passing through the wall of men Slow Shadow. 
Iced stones, iced clubs, iced darts 
Heading for the solitary Shadow, 
The bare Shadow. 
Shadow contracts and turns black. 
A piece of thin sheet to a man. 
Friendly warm heat the man release. 
Icy weapons vanish feeling free. 
Man or Shadow smiles at Winds 
When Winds eyeball him. 
Man splits into a couple 
Confusing wholly the Winds. 
Arm in arm the boy and the girl walk 
Drowning in their starry dream. 
Farewell to the Winds, and -
Farewell to the street. 
Hearing nothing 
Despite 
Tick-tock, tick-tock and Tick-
Tock. 
No.5 
Wednesday, November 30, 2005 
It's my Charlie's birthday today. Melody, PL and I celebrated Char's birthday at Hua 
Lien. I called the party "Hostel Party", hehe- We'd got healthy food and healthy drinks 
and healthy chats, wahaha�We ven went for a CU walk after our BIG and HEALTHY 
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dinner! So h a p p广 
No.6 
2 Dec 2005 
Wrote a poem at Literary Theory tutorial in 7 minutes. Yomei asked us to write an incident 
taken from our life within this week in PROSE. That should be something normal, not special. 
After writing in prose, we then need to break the prose into lines. Done. 
This is my poem. I call it poem no. 2. (I forgot about my poem written in CENG1310... but I 
did that tui-ly. So that doesn't count as my poem^"^-) 
A W a l k at W e i Y u e n L a k e 
We 
walk on the bridge 
at Wei Yuen Lake. 
It is dark 
and quiet. 
Pressure, pressure and pressure 
come out of the quietness. 
I 
push and push and push 
all the trouble 
into the bottom of my heart. 
All I want to take in 
is the air of love and warmth. But 
time just flies-
No.7 
Thursday, December 08, 2005 
觸不到的戀人 i l mare 
Last night after our romantic dinner, in our romantic room, Charlie and I under 
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the romantic light watched the romantic film 'il mare' romantically. 
When jotting the lines clown, Charlie and I felt like doing the Ceng assignment^ 
Y e s � A n d w e d i scus sed a 八� 
A L I E N A T I O N . . . “ . 
.1 * k^ * 
Although I've been using the word 'romantic', 1 just can't explain it clearly. I can 
only fed it. Therefore, to me, 
Chrislmas is romantic while Valentine's not; 
A ring is romantic while flowers are not; 
iNights are romantic while days are not; 
Studying is romantic while papers are not... hah i i�Black Magic.,. 
No. 8 
Friday, December 16, 2005 
Now I start writing my 12 or 15 paged anthropology paper. 
I start my essay with Shakespeare's Sonnet 116. 
Let me not to the marriage of true minds 
Admit impediments. Love is not love 
Which alters when it alteration finds, 
Or bends with the remover to remove: 
0 no! it is an ever-fixed mark 
That looks on tempests and is never shaken: 
It is the star to every wandering bark, 
Whose worth's unknown, although his height be taken. 
Love's not Time's fooL though rosy lips and cheeks 
Within his bending sickle's compass come: 
Love alters not with his brief hours and weeks, 
But bears it out even to the edge of doom. 
If this be error and upon me proved, 
1 never writ, nor no man ever loved. 
How romantic the sonnet is! 166 
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How romantic to start an essay with it! 
How romantic it is to start my essay four hours before the deadline! 
No. 9 
Wednesday, December 21, 2005 
I don't think it's a romance. It's an irony criticizing the so-called 'civilization'. The story 
is set in the Victorian era. You can see how people live miserably under masks. 
Do We live with a mask? 
Do we want to 'do something that would be [ours],? 
Are we angels or insects? 
Currently Watching 
Angels & Insects 
i B l H see related 
6:14 PM - email it 
No. 10 
Thursday, December 29, 2005 
Wed 28 Dec 2005: Friends’ Day 
1130 Sang K w/ PL, YM, Gor, Chiu, Tseb & Shan. 
1530 Tutorial lesson: Ching In. 
1715 Bus no. 690 to Central (Terminus) 
1645 Bus no. 260 -> Got lost somewhere near Repulse Way Bay 
2000 Met ray dear CC English mates :，，） 
2250 Met my dearest PL in Central 
2355 Home 
Gratitude 
LORD — thank you for putting lovely and nice fxiends around me 
Today's K-mates - thank you for being very good friends of me for several years. 
Remember Leo Ku's song we sang, I was singing to you all. I really mean what the lyrics 
say. 
Ching In — thank you for your present :，，）You are so nice to me! 
Terence - thank you for bringing me to the bbq site. 
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Hope the long walk did no harm to your health... 
CC English mates — thank yoa for being my nice friends @ CUHK! You are all so cute! 
Charlie - thank you for your vegetable ball- haha I was really hungry after the long walk :P 
thank you for your baptism present too! Touched :") 
Yaki & Eva - thank you for your chicken wings- you two are so nice :") 
My dearest PL - thank you for going to sing K with me :") 
thank you for sending me to the bus stop in Kwun Tong-
thank you for going to Central to bring me back home :") 
thank you for taking care of me all the time :，’） 
No. 11 
Thursday, January 05, 2006 
PL and I wandered aroimd Metro City Plaza 11 after lunch. We watched fishes, tortoises 
and sparrows. Animals always live a peaceful life and I appreciate their peaceful mind. 
When you are in peace and, especially, when you are staying with your beloved one, 
time slips away fast. I always believe that one can only realize who s/he is when one 
is ill peace. However, many of us are too busy... Wishing all of you peace in l i f e � 
Public - 6:18 PM 
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Journal Entry No. 
Date: 1 � O ^ t 
Day: 
Time: I \ 
Place: l - U r t A 
一 ( ， 。 一 ) 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 1 3 4 5 
2. I was at ease when I was writing. 1 3 4 5 
3. I feel confident in my ability to 1 ^ 3 4 5 
clearly express my ideas in this piece 
of writing. 
VrrvJtA- -yVvls eg- . 
- t w d ^ J 
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Journal Entry No. 丫 
Date: 1 … � 
Day: 了 L o ^ 
Time: 1 � 
Place: 
CIS 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 2 3 4 5 
2. I was at ease when I was writing. 1 ( j ^ 3 4 5 
3. I feel confident in my ability to Q) 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
yO^yOL 十 WVX.. 






Journal Entry No. j 
Date: S VW 
Day: S c ^ 
Time: 计 
Place: V^qM . 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. ^ ^ ^ 2 3 4 5 
2. I was at ease when I was writing. 2 “ 3 4 5 
3. I feel confident in my ability to ^ ^ 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
L 
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Journal Entry No. j 
Date: ^ YUv ：^�5~ 
Day: V J A 
T i m e : � l ] o O - 1^30 
Place: 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 2 3 4 5 
2. I was at ease when I was writing. 1 3 4 5 
3. I feel confident in my ability to 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
g 1 \ 
SOyyvAJL "tXirwiL. / 
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I t ^ t i i l J o m i l . 
Journal Entry No. 5 
Date: ^ ^ov 
Day: 
Time: I I O'^p^ 
Place: HorttA 
"PiArpvtf'^ ‘ 5 ^vvn 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 1 ( 2 ^ 3 4 5 
2. I was at ease when I was writing. 2 3 4 5 
3. I feel confident in my ability to ^ ^ 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
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Journal Entry No. j 
Date: ^ 义“ 
Day: 
Time: " (? 
Place: 
DufO^lOW •• \ 0 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1 • I was eager to write this piece. 2 3 4 5 
I was at ease when I was writing. 2 3 4 5 
3. I feel confident in my ability to 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
— 6 
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X Journal Entry No. 
Date: � 
Day: T l ^ ^ 
Time: 1 0 ' 明 , 
Place: Uo 化丄 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
/、丨 1. I was eager to write this piece. 1 3 4 5 
2. I was at ease when I was writing. 1 fS； 3 4 5 
3. I feel confident in my ability to j ^ / 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
广 J v^Y^tx r t 如(JL?^."��， 
\ aJJUv� 
jU f 次 丄 
J k ^ ' ^ 今 w x v A � 小 C , � ( ^ 
I . 、 广 I A 
‘ — ^ ‘ “ 
180 
r.. •、一 
� I R . O V v \ A c i ^ 、vLL'' 
181 
m T o v ^ j L & t ^ O o . ^ 
^^ . • 
霞 ^ ^ , 、 • • 
| U h — . 
I . ... ‘ 
^ t e m ^ 
3 • G ^ x o U ^ ... 1 
J U c c x ™ 
^ (Wiu^ stsY ^ -iw yo^ S 
182 


























 3  f^  广  v
nr 
y  十  c ^  v t i w ^ a / c ^  0 7 L P J  p f L p p l f y i o c J  ^ —  


























































I 錄 1 
^ ^ — — — _ _ � i J. o 
j ^ p D c c t e . ^ I k c 0 5 — 
^ ^ 二々 '.. ^ Iva/viT 
售 偏 1 、 " " ^ . . ' 一 
- ' f ^ l Q 金 s 」 — ^ ^ 
色 _ _ _ _ t 
, 丨 , ^ ^ ^ ^ 代 ^ ) / ^ o R "tK；、） 
f f —"^ y 
3 一 及 
. - p ^ . — 一 J 
Vv\ yv/vv v\ A, 广 (X ^^ J^ vT^^ "^ � 
•r^VWSjL^ 、 
力 沈 二 /^^-rxrt^vtAv AiL ^^x^Vi- '^n " iA/vo^^y^ . ， 〜 ’ 
： A 
\ — _ 
• I - — I-—-. — • — — * — — “ — / ~ \ — •. — — — f—一一 
• ‘ ‘ 一-•. • — — — — y-— — ^ J 
-‘—J 
184 










 . • • • • . > J i
t
; 
^ 「 一 
.々 「 二 
^ X
.





















































 tJ I -.
 II..





























Journal Entry No. j 
Date: \u O c t , o � 
. Day: /TjOhdl.gvx^ 
Time: � I U 飽 1 
Place: .^nvVvn r'd'Oy^ ^ 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 1 3 4 5 
2. I was at ease when I was writing. 1 2 4 5 
3. I feel confident in my ability to 1 2 4 5 
clearly express my ideas in this piece 
of writing. 
"to mg- . I (\'i d f-^ f t ^Q 
X t/ig-A � ^ r rb^ . ^ -SWu^ (^y QAM- 浏 fvviL 
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Journal Entry No. 入 
Date: I ^  " "evnW•才 
. Day: v'e^lMicUi^, 
Time: I 0 =00 pm 
Place: hg'^ M/ C bg~cira>vO) 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 1 3 4 5 
2. I was at ease when I was writing. 1 ( ^ J 3 4 5 
3. I feel confident in my ability to 1 2 ^^ 4 5 
clearly express my ideas in this piece 
of writing. 
i h / 吟 h\\ 0 gj^  fl^S. -f-Q-d d ^ y J 十 k ^ ' L X - tkf^ 
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睡 i l 
Journal Entry No. ^ 
Date: ^ 
• Day: Tvi'ci^-
Time: fy 二 pr)n 
I Place: chyrY] Vin5Yf\ 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 2 3 4 5 
2. I was at ease when I was writing. 1 ( ^ ) 3 4 5 
3. I feel confident in my ability to 1 2 4 5 
clearly express my ideas in this piece 
of writing. 
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^ Journal Entry No. ^ 
Date: Dgdlv^U�. 
Day: \WLcWici 
T i m e :十： 
Place: �<• Av-g^v>� 
Strongly Agree "uncertai^l Disagree S t T ^ ^ 
agree Disagree 
^ ： 1 4 5 
1. I was eager to write this piece. ( U 2 3 ^ 
2. I was at ease when I was writing. 1 � ^ “ 
3. I feel confident in my ability to 1 ^ ^ ^ 
clearly express my ideas in this piece 
of writing. 
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Charlene,s Journa l 
For Sasa—October 23 (composed on 21 October, 2005) 
Just at the start of our friendship, 
An Elmo memo ensured me you will be a good friend— 
and a good president too. 
It was Christmas, 
When I knew nothing about "gapness", 
it's you and the others taught me about this; 
When I knew not much about care for friends, 
it's you who shows me about this. 
And a lot... 
Okay now, let's play. 
First impression! 
"Sentimentality": five votes for Sasa; 
"Dream to be a princess": zero vote for Sasa; 
"Inchness": four votes for Sasa (just a vote behind Gloria); 
"Low B-ness": zero vote for Sasa; 
Ocean Park! 
Roller Coaster, not a big deal; even it was in a quarry 
hanging in the sky. 
the Crazy Galleon, just simply a pirate ship! Nicole� 
But only the Abyss Turbo Drop-
The sudden moment of free fall, 
we experienced what the free falling bodies felt 
when Galileo threw objects from the Toure Pendente. 
The Dolphin Swift ticket is still with me. 
Captain Whiskers, and that night, my impression 
for you moved away from first impression further. 
Edelweiss, edelweiss, every morning I greet you; 
and the next morning, the mornings after, 
I will still greet you with my waving hand. 
And what are we going to play today? 
First impression again? 
Go to Ocean Park or Stanley? Or the Shakespeareland? 
With you, I'm sure it will be a memorable day. 
Piglet! 
194 
Pig (21 October，2005) 
Once upon a time, there was a 
Pig. 
On a cool, cool day, and I, in front of my computer, 
just changed GPA to GDP. 
He climbed up to my bed. 
In the deep shadow of the half-lowered Venetian blind, 
I got up from my desk and with my languid body, 
I wait. Must stand and wait, for there he was 
at the bed before me. 
He reached the rim of the bed after slipped through 
the opened door, 
And trailed his plumpy belly along the rim 
down to the center of the duvet cover 
And rested his pink head upon the pillow. 
His baby body turned around so that his nose 
could face the ceiling. 
In complete tranquility, it closed it eyes. 
Though I was not sure if they were once opened. 
Regular air movement through his delicate, short 
trachea, 
peacefully. 
Someone was ahead of me in my bed, 
And I，like a latecomer, waiting. 
He turned about during his dream, as a child does, 
And slightly open his mouth, as silly as a child does, 
And occasional giggles could be heard from his lips, and 
silent for a moment. 
And turned the other way and giggled a bit more. 
Maybe he was travelling to Maldives; 
Maybe he was watching the night view at the Peak. 
And voice in me said, you must wake him up 
He must be away, 
Or else you couldn't be able to get up for 8:30. 
But must I confess how I like him, 
How glad I was he had come like a little baby in quiet, to 
rest in my dull lair. 
And dreamed happily, satisfied, and thankless-
enjoying a childhood without vexation. 
A light breeze sneaked in and rushed over him. 
He shivered. 
I pulled up a quilt, full of piglet patterns， 
and placed it onto him. He slowly moved 
his arm. Slowly, slowly, as if moving in the Space. 
I stood still, waiting. 
The moon progressed from the tip of the elm, to 
somewhere out of my sight. 
Something soft dropped near my feet. It was the quilt. 
I looked at the bare pink body on my bed. 
The belly, the belly button, regular breathing pace. 
I picked up the quilt, placed it gently back to the pink hump, 
And wandered back to my desk. Was I still in my room? 
The computer monitor was still on. I lied in front of the 
Glittering light. 
In a vague scene of Maldives, I met him again. 
Frequent giggles seemed so far away. 
An Autumn Evening 11/10/2005 
-Associated with "An Autumn Afternoon", directed by Ozu Yasujiro 
After hearing a secret date, a light sense of lost 
Caught the half moon. 
She will live in bliss with the one she loves, he said. 
Someone left the spinster 
I could merely laugh. Pretended to be serious， 
I told him to come and see me. 
Life will be lonely finally, he always said. 
Wanna see you more. You said okay, delightfully. 
She was hapless. The secret blurred. 
Too late for her. And she cried. 
She cried too. While drinking a tea, with bitterness 
that diffused in the aura of late autumn-
breezing through serenity. 
Have you just been to a funeral? Yes, kind of. 
I was soaked in Japanese wine. Tasting the shots, 
distilled essence. A swordfish for life. 
Tomorrow, tomorrow will be in solitude-
Buried in empty chair. 
Mirror no longer with an image. 
Half-shaded staircase. 
© All Right Reserved. 
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J m ^ ^ Monday^ Iaiuiai:y_9^006 
H k ' ^ ^ ^ ^ ^ h i s is my first entry for 2006 and a new semester, I want to start with a lovely 
I I day, and it is definitely one-- a good day to start. 
^r | M — 
m r only got two lessons today. It was originally boring after the lessons, but 
t | f \ J®rtunately, I got a good room mate: Cindy! We went to UC^library to borrow a 
麻pile of DVDs of Daddy-Long-Legs to watch in our room. We watched volume 
after volume, and finally finished 8 volumes. I enjoy to watch the lives and 
^®^;：.'. ' ^ B w 1 
j • m friendship of Judy, Julia and Sally. Their lives somewhat ressemble our lives— 
” 、 謹 live in a girls'hostel, have exams before Ghristmas holiday, study poems (A girl 
1%.. . 暴 reads T. S. Eliot's poems le), write poems and study Shakespeare's plays. They 
' ' also participate in drama! They perform As You Like It in volume 24, which 
n13Jc6s.Tne.Te1n ember-Andrew.. PsrkiTir . . - "“ - “ “ “ — “ 
sk .、..::，：. ‘ 
. A ‘ Daddy-Long-Legs is a forever classic for me. I read the book long ago and I also 
watched the cartoon when I was small, till now, the story remains to be one of my 
favourites. The pure, unworldly and warm innocence, always a remainder of the 
presence of love and hope in life. Having someone like Daddy-Long-Legs to talk 
to is so romantic! I like love to grow bit by bit, day after day, month after month, 
^ ^ ^ ^ year after year. Sharing happiness, sharing bitterness, sharing loneliness. Oh! 
I I If I have someone like Daddy-Long-Legs! 
T u e s d a y ^似 mheiL27，2Q05 
I My days-areiikerrfoxTwiro — 
Sneaks ijgitg tlip fp工e转义f 芬!ei; 4]i??_l?，明.i.… 
- Sleeps on the wither leaves of time. 
Rats! Some nuts were stolen! 




] If you understand the moon and the star, you will understand me more 
I If you -understand-the-paths，you-wilLunderstand me-more 
I 
�� Writing Journal — • • \ 
“— If you un^rstodr^interT^u-will-Uflderstand mc more 
、 •‘.....—..•••..———.......- ..........•一 . 一 — — 一 . - 一 • … — — — •••^ Y — — ； — ‘ . 一 … 一 … … . 一 — — — — • • • - — — 一 * If you understand my smiles, you will understand me more 
i ‘ 
If you understand my quotations, you will understand me more 
^ ^ 
If you understand my poems，you will understand me more 
I 
t 
S If you understand my site name, you will understand me more 
If you understand Charlie Brown, you will understand me more 
、 • ^ 
If you understand them all, you are probably ... Snoopy. 
.+..•、 . 
Tuesday, November 22, 2005 
Celebration 
Can anybody tell me whose idea 
is it? A cake, a.card and a present — —...........-_._ 
surprisingly hit my twentieth year 
Of life; thanks, no matter you are present 
� “ or-abs€nV-I-know-you-are-theFe-wkh me--
^ ^ ^ Your words, your blessing, your sincerity, 
will inscribe on where they deserved to be: 
A-placethaHove-shalHayetemaHy: 一 
Tonight, the sky is so clear to behold; 
‘ — '•‘ _• ‘ . •• - — — • • — .—.-,•• , .•一 
Blissful breeze flutes just like a winter hymn— 
� WarmthrbroiighlruntomethroTrglrarplaTruntold. 
Clues are self-evident and close to rim 
of truth, yet I have no wit to guess it; 
But I am glad that I didn't work it out... 
I will, never forget the candle lit, — 
nor the laughter and joy created about 
、〜 — 
m^TH^Fwas orice a sa;^liglEaf'"WmST 
��� isJmQWiLby„^xoinpai3ion.he±eiq). ."_ ——..—— —二 ............ — —— 
My fortune, to have you in my life span; 
""""*〜"•—••"-•••—•—-•"• — • — Y » — Y •• ^ — I — i ；pj , „ 
and one with nice good mends shall never weep. 
— . . . — _ I I I - . - I - — — - — — — ' •• .. . • — — — — — — — — — — — — — • — — — 
i f'U — — — — — — 
Wednesday, 1 N o v e m b e r , 2005 
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職 ― : — - - . — - - -
It is nowJLL26aniJ[_anLsittingin_CC—iihrar>!Lmitingjn>[jQiimLp雄erJLrushediiLher—e 
^^ l i i e l ^oming after re-washing my clean clothes, which were ruined by the lovely 
\ c ^ ^ ;es ^ l y 腿 M 1 1 : [ 况 — 
I fktherJUfelt 
� j^^ ji^ ：)；!!!}"^ § ^ r y for her. Dearest Loi, you don't have to feel bad for not able to give me the mp3 
—I: cyn^ffie! ！ To have more time to be with your father is much more important. At 
I ^ ^ ^ ^ ^ L u i i i ^ ， I rushed back to Hua Lien to give a present to Eva, which I promised to give 
her yesterday. Meanwhile, I brought back a reference for my paper. I rushed into CC 
ji library twice today... 
T ^ ^ f e ： . . . . • 
‘ ‘ y ^ M Sometimes life is just unexpected, well, maybe like the mist of the hill. Early this 
L^^NliiiP^ morning, it silently descended upon the hills, and hours later, it left (Don't know if it 
will return some time later). Only, the grey cloud still-wordlessly pressing against the 
‘> , campus. Though it is not cold, though it is humid, I can smell odour of winter. I know 
P Persephone must leave, maybe she has already left. Okay，time for my paper. 
_ .... 
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Journal Entry No. / 
Date: II - -
Day: I k j ^ d j ^ 
Time: 
Place: 
IhxrcJhv^ 4 l V>>t>^  
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. (T) 2 3 4 5 
2. I was at ease when I was writing. 1 3 4 5 
3. I feel confident in my ability to 1 3 4 5 
clearly express my ideas in this piece 
of writing. 
X )UAy f l u h k ^ J I//么 h k � , (A 
' / k j^whikk Afteri/i舰",幼 h A 
/fi/f^hr n?(A "^lafiAjiro 工 /V似 
“ ， [ y Yn"认 Ij zfAx ^ 仏 广 
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jdJr^ t M j ^ tkoJr 辦 AU / s ^ e j UU/} U A t 众， 
《礼 iU fjlf^、 
Z V 卜 I ? 離 fi^ 临 iu IJ4、 
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M l IWtia靠 J 讓 i t 
Journal Entry No. ^ 
Date: :il -lo 一 y^X 
Day: ^Jy�‘ c L ^ 
Time: 斗 广 
Place: Ui^^-fM 
^(A^rAf-jiTTK^ - “ I k/^. 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. ^ 2 3 4 5 
2. I was at ease when I was writing. 1 3 4 5 
3. I feel confident in my ability to 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
^ I 
1 ( J ^ (‘ jju/t a [ji^o'ijii^ r e ^ i ^ 
- j ^ O V ' f ^ t ^ j / j u j i . I f f j ' ^ J ^ f - L e c / ^ u X 认 次 
^(MQ^W ^ CiU^ H o d M I ( i h ^ W e f - 臂 
知 orlh A 卜 ‘ ^^(Twf- Ji 广才、 
I ' t / u W c X V ^ UY^ 'hint fl t K ^ 
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你 p Y 帆 LcU^-^ 卜 I 义 4 ok( f c j ^ ^ c l 
J 口 〜 , 
jk•瓜 j/u? j ) aortic. C/^ ^^cj'u^UL 





j) 々伙卜 } v y s 
Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. (T} 2 3 4 5 
2. I was at ease when I was writing. 1 2 4 5 
3. I feel confident in my ability to 1 ^ 3 4 5 
clearly express my ideas in this piece 
of writing. 
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Day: i/^dhayk''^ 
Time: , 一 
Place: C乙 
- 〒 
strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 1 2 4 5 
2. I was at ease when I was writing. 1 3 4 5 
3. I feel confident in my ability to 1 Q ) 3 4 5 
clearly express my ideas in this piece 
of writing. 
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Strongly Agree Uncertain Disagree Strongly 
agree Disagree 
1 2 3 4 5 
1. I was eager to write this piece. 2 3 4 5 
2. I was at ease when I was writing. ^ ^ 2 3 4 5 
3. I feel confident in my ability to ( £ ) 2 3 4 5 
clearly express my ideas in this piece 
of writing. 
(Kcj I t \ a \ h f y 4 k h � g l K H / b ( 咏 
fia^^^ ^ 7 tM^^f if /W^U 
, dl/1 i f y ^ / i i A A , (i^tKyy^ ^j-TA^H'j ii- hJO^ / W . . 
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